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CHAP'!'ER I 
THE PROBLEM, REVIEW OF 
RELA'l'ED RESEARCH AND LI T.ERA'l'URE 
I • THE PROBLEM: 
In~roduction ~ statement !( ~he problem. The 
purpose or this study is to initiate and eTaluate word 
usage practice techniques in teaching spelling ~or greater 
trans~er to use and to compare them with generally accepted 
methods o~ teaching spelling. The importance o~ associating 
meaning with a spelling word by building imagery around it 
so that greater trans~er will be made to the child's written 
language is the basis ~or this study. 
That pupils learn to spell through reading and writing 
has been reported in seTeral studies, but it has not been 
determined whether or not the exclusive use o~ word usage 
practices will produce the most ~aTorable results in spelliag 
achinement. This inTestigation seeks to discoTer the 
e~~e•ts o~ the ~ollowing types o~ word usage practice tech-
niques on spelling achievement and synonym-context transfer: 
1. Chain stories 
2. Dramatization o~ spe~ling werds 
). Phrase classi~ication 
4. Descriptive questions to rein~orce meaning. 
Boston Uni versi t;y' <I 
School of Education 
LibrarY. 
In the attempt to place much emphasis on the meaning 
o~ the words through multiple usage practice, this study is 
rein~orced by Hollingworth's conclusion that "knowledge o~ 
meaning is probably in and o~ i tsel:f' an important determi-
nant o~ error in spelling • • 
• 
nl 
This investigation was ~urther encouraged in its 
search ~or a di~~erent approach by Russell who cautioned as 
tar back as twenty years ago that: 
There is a very real danger that a set, ritualistic 
method o~ teaching new words has become so widely 
adopted that improvement in spelling teaching is being 
hindered.2 
This, then, is an attempt to determine a program o:f' 
word usage practice ~or {1} the improvement o~ spelling 
ability and (2} the improvement o~ spelling ~rans~er as 
measured by a synonym-context test. 
II. REVIEW OF RESEARCH AND RELATED LITERATURE 
The area of teaching spelling has, according to 
authorities, great need o~ reorganization. Said Spache, 
1Leta s. Hollingworth, ~ Psychology ~ Special 
Disability in Spelling (Contributions to Education No. 88. 
New York: Bureau o~ Publications, Teachers College, 
Columbia University, 1918), p. 57. 
2 
2navid H. Russell, Characteristics o~ Good and Poor 
Spellers (Contributions to Education No. 727.~w-y;rk: 
Bureau o:f' Publications, Teachers College, Columbia University, 
1937), p. 9. 
• 
"There has been increasing criticism of American schools in 
recent years, particularly et the school's efforts in 
teaching reading, phonics and spelling. n3 
Agreeing with the need tor change, Parke asserted: 
~he attention of all teachers should be focused on 
3 
a study of the specific spelling needs of children in 
'the class tD be taught, selection of instructional 
ma'\erials that can be used in meeting these needs both 
tor reference purposes and tor s.ystematic instruction, 
the application of teaching techniques found by research 
to be desirable, and evaluation of the spelling program 
in ter.ms of its influence on the actual writing of 
children.At. 
Investigations into the methods ot teaching spelling 
have indeed brought torth questioning of even the accepta-
bility and value of spelling textbooks. Curtis and Dolch, 
pursuing this area, have found in their testing program or 
grades two to seven that tor sane pupils most of the learning 
ot spelling was done either before or atter the year in which 
the text presented words were taught.5 
III. llUNING 
Horn t ou.nd little jus tifioation for claims that some 
3George D. SpaeheJ "What's Wrong With Our Teaching of 
Spelling?" Education. 7b:296, January, 1956. 
4Margaret B. Parke, "A New Look at Spelling,"!!!-
mentary EA&lish. 32:102, February, 1955. 
5H. A. Curtis and E. w. Dolch, "Do Spelllng Books 
Teach Spelling?" Elementatt School Journal. 39:591, April, 
1939. 
4 
traditional methods such as phonies, word analysis, sounding, 
and logical reasoning help pupils spell correctly, when he 
stated, "There seems no escape from the direct teaching of 
the large number of CODI.Blon· words which do not conform in 
their spelling to any phonetic or orthographic rule. "6 
Recognizing the importance of reorganization in teach-
ing spelling, Gates declared: 
Indeed, there se~ to be possibilities of improving 
•he teaching of spelling by procedures not tully 
utilized in either the separate subject or the inte-
grated language-arts program now in use.? 
InvolTed in meeting the challenge for change in this 
area of spelling is the framework of basic steps in learning 
spelling as suggested by Fitzgerald, "(1) meaning and 
pronunciation, (2) imagery, (3) recall, (4) writing, and 
( 5) memory. n8 
A1mack and Staffelbaeh, in discussing the phases of 
spelling, concluded: 
Spelling is a means to an end., and that end is 
canmunication through writing. Meaning must precede or 
accompany the teaching of spelling. i'he main problem 
~nest Horn, "Phonetics and Spelling," Elementary 
School Journal. 57:432, May, 1957. 
?Arthur I. Gates, "Developing the Basic Spelling 
Techniques in the Language Arts Program," Education. 76:279, 
January, 1956. 
8James Fi,zgerald, "Children's Experiences 
Children and the L~ua!e Arts, Virgil E. Herrick 
B. Jacobs\eds.T. ..Eiig ewood Cliffs, New J"ersey: 
Hall, 1955), p. 250. 
in Spelling," 
and Leland 
Prentice-
ot the teacher in this respect is to provide experiences 
which make the words a part ot the lives ot the children 
• • • 
The point is well taken tbat vocal habits (words) 
cannot become language habits (symbols) until they have 
been associated with bodily habits (reactions to situ-
ations) or until they have become substi~s tor these 
(conditioned). Words probably gain their real meanings 
through association~ with bodily reactions and are not 
added to a child's vocabulary atter the mechanical. 
tashion in which beads are added to a string.9 
Seegers asserted: 
A word is dittioul t or easy according to the amount 
and type or association the child (or adult) has had 
with the concept tor which the word stands. Again, 
studies confil"lll. the value and importance ot learning to 
use language in functional situations.lO 
Woody warned the school to avoid teaching without 
meaning, which he said would result in: 
5 
mere verbalism- learning on the level with little or no 
meaning and early forgetting. From the writer's point ot 
Tin, the great sin in American education tram the 
primary grades to the graduate school is verbalism.ll 
Zyve, in her study involving the children ot ten 
classes ot grades three through seven, discovered: 
9d. c. A1aack and E. H. Stattelbaoh, "Related Factors 
in Spelling Method," Elementarz School dournal. 34:276-277, 
December, 1933. 
lOd. Conrad Seegers,.- "Recent Research in Vocabulary 
Developll.cmt," Elementary English Review. 23:67, February, 
194.6. 
11Clittord Woody, "Attempt at Measurement ot Meaning-
ful Experience as a Factor Conditioning Achievement in Read-
ing," Peabody Journal£! Education. 16:183, November, 
1938. 
6 
further evidence that contextual meaning should not be 
separated from the learning of words. A method of 
teaching spelling using words in meaningful sentences was 
more successful than using word lists alone.12 
Hildreth said: 
Studies in the psychology of learning ,Prove that it 
takes less time and energy to learn s c:mething which is 
meaningful or which the learner can identify with his 
interests and purposes than to tr:y to learn something 
which is remote and meaningless.l3 
Keyser, in her investigation of the incidental learning 
ot spelling througb. four types of word presentation in reading, 
found "that with the low mental age group, the oral meaning 
presentation proved superior over word analysis, glossary 
stuaw, or reading in context as a method ot teaching spell-
ing.ttl4 
Johnson stressed: 
To develop meaning the children need to be given rich 
experi enees in all areas of the language arts - listening, 
speaking, reading, writing, and spelling • • • Learning 
to be effective must have meaning. When applied to 
spelling this means that a word whose meaning {or mean-
ings) is unknown is not going to be used by the child, in 
either spoken or written language. Not only the common-
est meaning of a word but common multiple meanings should 
12cla1re Zyve, "What Methods are Better?" Research in 
the Three R's, c. w. Hunnicut and w. J. Iverson (eds.) TNiW York:-sirper and Bros., 1958), p. 308. 
13Gertrude Hildreth, "Spelling as a Language Tool," 
Elementary School Journal. 48:33, September, 1947. 
14Margaret L. Keyser, "Incidental Learning of Spelling~ {unpublished Doctor's dissertation, Boston University, 
Boston, 1948}, p. 118. 
7 
be developed. 15 
In her article, Hildreth stated: 
It is a well-known fact that a word which is meaning-
ful to a pupil and that he wants to use in writing 
because he normally uses it in conversation is easier 
for him to learn to spell than another word which may be 
shorter and intrinsically easier to spell but which has 
no interest for the pupil at the particular time.l6 
McKim contended: 
Since the child's ultimate task is to learn to use a 
word in context, it is important that his practice 
activities help him to think about the meaning of the 
words with which he is working. Some of the most valu-
able work-type exercises call for completing sentences, 
for answering questions based on short paragraphs, for 
completing rhymes, or for choosing the correct word to 
fit some other context setting.l7 
Rinsland said, "Word meanings • • • can contribute 
much to spelling. nl8 
In her study using sixty-four children, Lloyd 
discovered, "The more meaningful the words are to the 
children, the more opportunity there is for correct spelling 
1 5Eleanor M. Johnson, "Two Key Factors in Spelling 
Success," Education. 76:272, January, 1956. 
16Gertrude Hildreth, "Word Frequency as a Factor in 
Learning to Read and Spell," Journal of Educational Research. 
41:470, February, 1948. -
17Margaret G. McKim, Guiding Growth in Reading in the 
Modern Elementary School {New York: Macmillan Company,-r955T, 
p. .305. 
18Henry D. Rinsland, "Readiness for Spelling," Ele-
mentary English Review. 27:191, March, 1950. 
of thEm. "19 She said: 
lt was round that this method or studying spelling 
through word enricament exercises was definitely a help 
to the children in learning the wor4s and, more im-
portant still, in remembering their spelling over a 
period or time.20 
Hildreth meationed the advantages or linking spelling 
with writing. She said: 
written expression related to current activities in 
the life of the school provides the vehicle for meaning-
ful spelling practice. Interest is insured because the 
children see the purpose in what they are doing. Moti-
vation is intrinsic to the activity. 
Children develop more sense of responsibility when 
everything they write is to be evaluated critically ror 
spelling and other •nglish mechanics. Knowledge of the 
meaning of the word leads to its use. How can one know 
whether a child actually senses the meaning of a word 
until he has used it spontaneously in his conversation 
and writing. He will never write a word unless he knows 
at least one meaning.21 
8 
Among the authors who have recognized the importance 
or the ability to understand, derine, and use words is 
Hollingworth, who in her study or firth graders with spelling 
deficiencies claimed, "Sixty-six and two thirds per cent more 
misspellings ocour in words in wbich meanings are unknown or 
l9Fern Lloyd, "An Evaluation of the Effectiveness of 
Word Meaning .Lessons on the Learning and Retention of Spelling 
Wards in Grade III" (unpublished Master's thesis, Boston 
University, Boston, 1956), p. 26. 
2oibid., p. 26. 
21Gertrude Hildreth, Teaching Spelling - A Guide to Basio 
Principles and Practices (New York: Henry Holt and Company, 
l955), p. 193. 
• 
uncertain.n22 
In evaluating meaningful exercises in spelling, 
Catterall teels "that few words can be mastered or retained 
unless their meanings have been clearly made known.n23 
Street believed: 
9 
It is quite impossible to have children in a class who 
can give perfect performances on memorized word lists and 
yet go on spelling atrociously in their verbal productions. 
The objective then in teaching spelling is not to make 
youngsters perfect in the reproduction of lists of words 
found in a common spelling book, but to give them a desire 
to spell correctly with a suitable technique for gaining 
this end. 24 
Wenzel said: 
Let us present words, not as a succession of letters 
to be memorized, but as wholes, as concepts, as tools to 
help us interpret ourselves more accurately and adequately 
to others. It is not enough to present them in context 
only, but in many different contexts, each with its own 
particular shade of meaning.25 
Tuttle, in discussing spelling results, contended: 
22Leta s. Hollin~orth, The Psychology of Special 
Disability in Spelling (Contributions to Education No. 88, 
New York: Teachers College, Columbia University, 1918), 
p. 57. 
23Margaret M. Catterall, ".An Evaluation of the 
Effectiveness of Spelling Enrichment Exercises as an Aid to 
Learning and Retention in Grade 7" (unpublished Master's 
thesis, Boston University, Boston, 1957), p. 1. 
24Roy F. Street, "Improving Spelling," Progressive 
Education. 13:237, April, 1936. 
25Evelyn Wenzel, "Common Sense in Spelling Instruction," 
Elementary English. 25:518, April, 1948. 
10 
Most psychologists agree that the essential things to 
be accomplished in any method or presentation are: the 
recall or development of the heard, spoken and written 
symbols of the word and the oo~nections of these symbols 
with the meaning of the word.20 
Durrell asserted, "If the meanings are unknown, the 
child is simply spelling a nonsense word that will never 
appear in his composition. He will forget the spelling or 
suoh words immediately. tt!7 
Discussing the value of meaning in spelling, 
Fitzgerald stated: 
Unless words are used as spelling is learned and mean-
ing is unclerstood, the learning will not be permanent. 
Useful words should of course be written correctly in 
real situations in and out o~ school. Correct writing 
of the words learned in real situations is the antidote 
for forgettiDg. A good spelliDg program properly inte-
grated in the language currieulua provides opportunities 
for practice and the use of words learned. One thought-
ful perfect use of the word in a meaningful writing 
situation is worth more than many repetitive writings or 
the word in ordinary dri 11.28 
Foran pointed out in several instances in his book 
that spelling ability varies according to the form in which 
it is used. He felt that analysis of spelling abilit7 has 
usually been based e:x:clusively on the ability to spell words 
presented in lists or in some familiar form. Therefore, he 
26Florence Piper Tuttle, "What Are Your Spelling 
Results? Why?" American Childhood. 36:13, November, 1950. 
27Donald D. Durrell, Improvins Reading Instruction 
(Yonkers: World Book Company, 1956), p. 279. 
28James A. Fitzgerald, ~ Teaohi~ £! Spelling (Milwaukee: Bruce Publishing Company, 19 ), p. 182. 
• 
• 
11 
concluded: 
It must be borne in mind, however, that such ability 
to spell dictated words will not guarantee the spelling 
of the same words in the writing of connected discourse. 
The concentration of the attention on the meaning or wha~ 
is being written lessens the attention to such habitual 
activities as spelling and handwriting and thereby lowers 
tbe ir quality. 'fhe accuracy of spelling in composi tiona 
depends on the degree to which spelling has become 
habituaJ..29 
Geyer said.: 
Investigators bear out Dr. Horn's opinion of the value 
of pronunciation, syllabication~ association, and meaning 
in the learning of ~ew words. ~he need to know the 
meaning again suggests the relationship between spelling 
and reading. 30 
Hildreth emphasized the necessity for teaching the 
meanings of words again and again in her book. She makes 
such emphatic statements as the following: 
One factor that contributes to word difficulty is 
the pupil's familiarity or lack of familiarity with the 
meaning ot the wor<l.31 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • Even the most thorough drill on a list of words avails 
nothing if the words drilled are not familiar to the 
child in ordinary conversation or in reading, or if he 
does not need them in writing • • .32 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • 
29Thoaas G. Foraa, The Pstcholol! and Teaching of 
Spelling (Washington, D. c::-cat olicucation Press,-r9J4), 
p. 189. 
30Rllen M. Geyer, "How Many Spelling Demons Are 
There?" English Journal. 33:435, October, 1944. 
3laertrude Hildreth, Teaching Spellin!: A Guide ~ Basie 
Principles and Practices (New York: Henry Ho t and Company, 
1955), p. 484 • 
32ll.!!.·, p. 11. 
• 
12 
The principle of learning with understanding applies 
to spelling as to all other skills.jJ 
Fitzgerald said, "There is little point in learning 
to spell a word unless the child knows at least one meaning 
so that he will be able to use it in writing. u34 
Spache, in discussing spelling, contended, "Knowledge 
of vocabulary, rather than intelligence, will result in 
spelling success, particularly in the first five grades; and 
low meaning vocabulary will preclude spelling success. u3 5 
McKee added, "If the pupil is fully acquainted with 
the meaning of the word, there is more likelihood that he 
will use it voluntarily in his writing and thus provide more 
practice in spelling • .,36 
Analyzing the ability of the sixth grade pupil who was 
able to spell correctly, nearly fifty per cent of the words 
taught as spelling in the seventh grade in his school system, 
Shumway reported, "The knowledge of word meanings was a 
positive factor in his ability to spell unstudied words.n37 
33Hildreth, op. cit., p. 30. 
34James Fitzgerald, ~ Teaching of Spelling 
(Milwaukee: Bruce Publishing Company, 1951), p. 31. 
35George Spache, "Spelling Disability, n Journal of 
Educational Research. 34:567, April, 1941. 
36Paul McKee, Language in the Elementary School (Boston: 
Houghton Mifflin Company, 1934), p. 384. 
37Frances B. Shumway, ".An Analysis of Sixth Graders' 
Ability to Spell Unstudied Words" (unpublished Master's thesis, 
Boston University, Boston, 1949}, p. 52. 
13 
However, she also stated that, "He picked up the meanings of 
words more readily through incidental contact than he did the 
ability to spell the words.n38 
"The selection of words for study and the process in-
volved in mastering words known to be needed," said Parke, 
"should be vital, stimulating, and rewarding activities.n39 
She further stated, "Meanings should have been developed 
initially in previous experiences through speaking and 
writing. ,40 
Durrell has stated that: 
Words whose meanings are unknown to the child should 
not be included in the spelling lesson. Even drills 
which enrich word meanings and the word recognition 
skills will not insure tlie later use of the words. It 
seems advisable to avoid the teaching of the words that 
the ~~ildren have neither the desire nor the ability to 
use. 
As pointed out by Nichols: 
Consideration of the research in the field of spelling 
revealed that the majority of authorities agree on certain 
types of ability which they consider closely related to 
spelling and which they believe condition spelling success. 
Those a bili ties are the factors to be considered in the 
analysis of s_pelling difficulties: (1) spelling achieve-
ment; (2) proof reading; (3) word meaning; (4) handwriting; 
38shumway, ~cit., p. 52. 
39.M.argaret B. Parke, "ANew Look at Spelling," Ele-
mentary English. 32:101, February, 1955. 
40Ibid., p. 104. 
4lnonald D. Durrell, Improving Basic Reading Abilities 
(Yonkers, New York: World Book Company, 1940), p. 268. 
• 
• 
1.4 
{5) visual discrimination; (6) auditory discrimination.42 
IV. 'l'RANSFER 
Gates, 1n discussing the traditional methods of teach-
ing spelling stated, " ••• up to nearly a quarter t:. century 
ago, spelling was taught essentially as a for.m at nonsense 
drill - a most difficult type of learning characterized by 
very rapid forgetting.n43 
Gates then suggested a change of emphasis in in-
struction: 
The change would consist in giving less emphasis ~· 
the tangible products and more to the subtle processes at 
learning in the various language arts, especially in 
spelling. By process is here meant both techniques and 
insight involved in learning by one's selt', and the 
techniques of perfonaing in daily activities ••• a 
child might memorize his words using an inferior tech-
nique that would preclude the .ueaningful and lasting use 
of those words.~ 
Tidyman and Butterfield stated, ~ord mastery is not 
accomplished by limiting attention to the spelling words in 
special lessons; attention to spelling must be given con-
4-2 Augusta M. Nichols, "'l'he Meaning, Analysis am\ 
Correction a.r Spelling Difficulties," Elementary School 
Journal. 50:154, November, 194.9. 
43Arthur z. Gates, "Developing the Basic Spelling 
Techniques in the Language Arts Program," Education. 76:275, 
January, 1956. 
44rbid., p. 278. 
• 1.5 
sistently in all written work:. "~5 
Durrell discussed the transfer of spelling to compo-
sition as follows: 
There have been many suggestions tar improving transfer 
from lpe lling to Oiomposi tion: having children build their 
own spelling lists trom words they will use in a compo-
s! tion to be written a bout a particular topic; dictating 
stories that use the words taught in spelling; making 
personal spelling lists available tor writing; grouping 
worts used in such situations as personal description, 
describing certain sports,and so on; enriching word 
meanillSithrough many uses at the time of teaching; im-
proving statements through the addition o:r more precise 
or more descriptive words.46 
In listing the considerations in spelling instruction, 
Fitzgerald referred to the standard o:r success in a spelling 
program and said: 
The memorization o:r a list o:r words, the principal 
approach t 0 the teaching ar spelling in the past J :rei led 
to develop efficient spellers. The attempt to master 
the study lists of the present decade are failing to 
develop effective spelling by a large percentage of 
children. The success of a spelling program cannot be 
measured by the number of difficult words the best ~eller 
in a class can spell orally. Its success must be evalu~ 
a ted rather by the etfecti veness with which the ordinary 
child writes in the situations that call tor written ex-
pression.47 
In discussing experiences which help develop spelling, 
~Swillard F. Tidyman and Marguerite Butterfield, 
Teaching The L~uHe Arts (New York: McGraw-Hill Book: 
Company, Inc., 1 51, P::,5;. 
46Donald D. Durrell, I•proving Reading Instruction 
(Yonkers: War ld Book Company, 1956), p. 283. 
47James A. Fitzgerald, The Teachin! of Spelling 
(MilW.aukee: Bruce Pub 11 shing O"QmPeny, 19 5 ) -;-P. 2 • 
·-
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Horn contended: 
The potential contributions of composition to spelling 
are great indeed. The writing of letters, bulletins, 
items for school, new sheets, reports on special problems 
and other forms of creative writing constitute important 
motives for learning to spell and aid in the maintenance 
of words which the child has learned in his spelling 
lessons. The more occasions for writing in school re-
semble occasions in which writing is done out of school, 
the more likely it is that the learniHg of the most 
important words will be facili tated.4 
Cooper asserted: 
Written experiences, while they produce reading 
ability affect spelling ability more. Another factor 
which may influence spelling more than reading growth 
is the factor of accurate imagery, the ability to see 
words correctly when they are not present.49 
Hildreth, discussing the value of writing experiences 
in spelling, concluded: 
The teaching of spelling, instead of being largely 
mechanical drill to force the child to memorize as many 
words as possible before he leaves school, should give 
pupils more help in spelling for writing the material 
they wish to write everyday.50 
Hildreth again discussed the value of using spelling 
as a tool in writing. She said: 
The chief factors that appear to determine the nature 
of the growth curves for spelling words are the frequency 
48Ernest Horn, Teac!rln~ Spelling (Washington: National 
Educational Association, 1954 , p. 10. 
49Jane w. cooper, "Developing Spelling Ability Through 
Individual Vocabularies," Elementary English. 28:287, May, 
1951. 
50Gertrude Hildreth, "Word Frequency as a Factor in 
Learning to Read and Spell," Journal of Educational Research. 
41:470, February, 1948. 
17 
with which the words actually are used in writing and the 
child's own rate of mental development.51 
Stagner and Karwoski stated, "It is possible that the 
teacher, his technique, and his example have more to do with 
transfer than does the subject matter of the course.n52 
Reddy, in studying the spelling errors of pupils trom 
ten sixth grades, concluded, "There is little transfer from 
words that have been previously taught."53 
Therefore, as is noted by Hildreth: 
Today, in the better schools, the chief objective in 
spelling iDStruction is to help pupils spell correctly 
whatever they need to write. This viewpoint calls ter 
an approach to spelling somewhat different trom. isolated 
drill on conventional word lists. In the lite of the 
modern school, children need skill in written language 
as an everyday tool of communication. 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • 
The best writing and spelling comes from schools in 
which children actually do a great deal of writing and 
in which they begin recording their thoughts in writing 
early. 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • 
Teachers in modern schools try to build spelling 
skills in two ways: (l) through helping the children to 
51Gertrude Hildreth, Learning the Three R's 
(Minneapolis: Educational Publlshers,-rnc., 19~7T; p. ~87. 
52Ross Stagner and T. F. Karwoski, Psycholo~ (New 
York: KcGraw-1111 Book Company, Inc., 1952), p. 37~ 
53Katberine F. Reddy, "An Analysis of Spelling Errors 
ot Ten Sixth Grades in Communities Suburban to a Metropolitan 
City" (unpublished Master's thesis, Boston University, Boston, 
19~9}, p. 67. 
• 
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spell correctly whenever they write; and (2J through 
giving direct drill and practice on words that the class 
as a whole and individual pupils need to learn tor 
everyday writing. 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • 
There is evidence that, by practicing the correct 
spelling ot words in written work, more words that are 
practically usetul to the pupil will be learned than 
when word study is limited to conventional spelling 
lists tor the Tarious grades. When teachers adopt this 
more practical. view toward spelling, they tind that the 
class as a whole can spend less time on identical word 
drill and more time on actual wr1ting.54. 
Spache agreed with Hildreth when he stated, "The 
modern course or study aims to teach complete understanding 
and correct usage of words as well as correct spelling and 
pronunoiation.n55 
Gates believed: 
It the word when introduced is studied not merely to 
•stamp in• the letter sequence but to recognize its 
unique character and find the Dest techniques ot dealing 
with it, while also giving the correct detailed spelling 
a healthy birth, and then is used later in writing ot 
coapositions or whatever kind, also otten ~oken, read, 
and heard, it is much more likely to become thoroughly 
mastered. 56 
Nolde further stated, "Spelling is not just drill; it 
is also mastering the words in sentences as they function in 
5~ertrude Hildreth, "Spelling as a Language Tool," 
Elementary School Journal. 48:33-34, September, 1947. 
55George D. Spache, "What's Wrong With Our Teaching 
ot Spelling?" Education. 76:297, January, 1956. 
5°Arthur I. Gates, "Developing the Basic Spelling 
Techniques in the Language Arts Program," Wduoation. 76:278-
279, Januar,v, 1956. 
actual writing.n 57 
To support this, Horn said, " ••• words which are 
placed in regular spelling lists presumably will require 
much less review for maintenance if they are frequently 
written outside the spelling period.n58 
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Strickland stated, "Experience in composing and 
writing is essential to the learning of spelling. The more 
use a child makes in his writing of the words he is learning 
to spell, the more quickly he achieves mastery.n59 
Another principle of learning that applies to spell-
ing is Hildreth's statements: 
Practice yields largest returns when the learner 
practices the skill in the form in which he is to use 
it. Practicing spelling in actual writing helps to 
establish the habit of spelling correctly while writing. 
• • • • • • • • • • • • • • • • • • • • • • e o • • • • 
Spelling will not transfer to writing; that is, words 
will not be written correctly if in practice they are not 
seen or used in context and if systematic practice is not 
given in spelling to write .60 
57Ellenjardin Nolde, "Classroom Spelling-Experimental 
Notes," English Journal. 3 8:279, May, 1949. 
58Ernest Horn, "The Incidental Teaching of Spelling," 
Elementary English Review. 14:3-5, January, 1937. 
59Ruth G. Strickland, The Language Arts in the Ele-
mentary School (second edition; Boston: D. c. Heath and 
Company, 1955), p. 376. 
6°Gertrude Hildreth, Teaching Spelling: A Guide to 
Basic Principles and Practices (New York: Henry Holt and 
Company, 1955), p:-)1. 
• 
• 
•• 
Stege;man discussed six ~actors necessary in a sound 
spelling program and concluded: 
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Once a child learns his new words to the point where 
he can write them ~rom aemory, he must then maintain 
these words until they became truly a usable part ot his 
regular writing vocabulary. '.i.'he spelling program which 
requires the mere memorizing of lists of words and the 
storing of these away tor same use later is no spelling 
program at a11.61 
In the Cassis School Report, Horn and Otto contended: 
A child becomes interested in learning to spell 
because he wants to write something. However, before 
he can write he must have something to say. This 
functional type of writing has its purpose, the develop-
ment of favorable attitudes toward proficiency in written 
work and toward accuracy in spelling.62 
Horn and Otto also found: 
A word is usually not included in a child's spelling 
vocabulary until it is in his reading and speaking 
vocabulary. The basic word lists are chosen from words 
moat important in the writings of adults. The correct 
spelling of a word has relatively little importance to 
a child unless he has an occasion to use the word. 
It seems wise to present easier words first and the 
more difficult words by gradation. However, some difficult 
words are taught because they are frequently useby 
children in speaking, reading, and writing vocabularies. 
As a child learns to use new words, he will be given many 
opportunities to use the words he has previously learned.63 
6lwilliam H. Stegeman, "That Spelling Problem Can Be 
Licked," American School Board Journal. 118:19-20, February, 
194.9. 
62Thomas Horn and Henry Otto, Spelling Instruction-A 
Curriculum Wide Approach (University or Texas, AUstin, 1954.), 
p. ioi. -
63ill.!· J p. 10 • 
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Towle also felt the necessity for written transfer in 
the teaching of spelling when she said: 
On report cards spelling is divided into two parts: 
1-daily lesson; 2-general usage. Following this matter 
still closer, we find that invariably the c~ild's grade 
in the "daily lesson" is far above the "general usage" 
mark. 
It a concerted effort is made to improve the general 
usage of spelling, our adult letters which are reeeive464 by others will become more of a pleasure than a puzzle. 
Hildreth held that experiments proved: 
Transfer may be depended upon to aid the spelling of 
certain words when others have been learned previously. 
Transfer ability is an important capacity to be measured, 
but there are no ready made tests available. • • • Word-
building tests involve transfer capacity.65 
After giving a synoaym context test for transfer, 
McSWeeney round: 
There was a significant gain in the appearance of 
words from the spelling list in the synonym context 
test •••• The most significant gain ia:~the use of 
spelling words in the synonym context test was made by 
the excellent spellers. The least significant gain in 
the use or spelling words in tht synonym context test 
was made by the poor spellers.6b 
In conclusion, Tidyman and Butterfield felt that in 
64carolyn Towle, "Again It's Spelling," American 
Childhood. 37:17, May, 1952. 
6SGertrude Hildreth, Teaching Spelling: A Guide to 
Basic Principles and Practices (New York: Henry-aoit anr-
Company, 1955), p:-)1. 
6~riam ;r. McSWeeney, "Word Usage Techniques in 
Spelling" (unpublished Doctor's dissertation, Boston 
University, Boston, 1959}, p. 217. 
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order to transfer spelling to writing, "A pupil starts w1 th 
the whole word - recognition, meaning, pronunciation - then 
proceeds to the study of parts, and finally returns to the 
whole word in writing.n67 
Horn and Otto, drawing more conclusions from their 
study, stated, "Success in spelling is not determined alone 
by the percentage of words that children spell correctly 
from a word list, but also how well they spell whenever they 
write. n6S 
Oo:maenting extensively on the value of transfer in 
spelling, Horn and Otto wrote the following: 
The success of the spelling program. can be determined 
by the degree to which children achieve proficiency in 
spelling correctly the words they use in their writing. 
The progress that is made will be gradual and can be 
oDserved by both the child and teacher in written compo-
sition. Children will need to use the words they learn 
in their basic lists in this writing. They will retain 
the ability to spell the wards correctly when they are 
used frequently in their writing because the most 
meaningful maintenance program in spelling is one that 
is rich in ea.position. ~he best means of evaluating 
the spelling progr~, then, is to observe childre~'s 
compositions from day to day throughout the year.0 9 
67Willard F. Tidyman and Marguerite Butterfield, 
'feac.b.ing the La~uafe A£!! {New York: McGraw-Hill Book 
Company, Inc., 51 , p. 3~6. 
68Thomas Horn and Henry Otto, Spelling Instruction-A 
Curriculum Wide Approach (University of Texas, Austin, l95~), 
P• 57. 
69~., pp. 21-22. 
• 
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V. IMAGERY 
Emphasizing the importance of imagery as an aid to 
learning, Stagner and Karwoski stated: 
Remembering is manifested when a present process 
stands for or reinstates a past occurence. The common-
est basis for this seems to be imagery; that is, one 
may picture a past scene, "hear" a past conversation, 
and so on. 70 
Porterfield reported: 
Imagery is our ability to see the unseen, to think 
of things not present, to sense, to look one moment at 
a radio dial and perceive it, the next moment to close 
the eyes and still be conscious of an "inside" picture 
of it; to hear a singer bring a fading-bird note to a 
conclusion and still continue to hear it; to experience 
a handshake of a month ago, to sit by a stream a 
thousand miles away, or to hear the waves breaking on 
distant rocks.71 
"Eye-minded people," he continued, "think of imagery 
as being visualization, but images are possible in terms of 
all the senses.n72 
Stagner and Karwoski listed these sensory images in 
the order in which they are most commonly experienced: 
"(1) auditory, (2) tactile, (3) kinesthetic, (4) gustatory, 
and (5) olfactory.n73 
70Ross Stagner and T. F. Karwoski, PsKchology (New 
York: McGraw-Hill Company, Inc., 1952), p. 3 0. 
71Austin L. Porterfield, Creative Factors in Scientific 
Research (Durham: Duke University Press, 1941), p. 64. 
72rbid • 
73stagner and Karwoski, ££• cit., p. 356. 
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Comparing imagery of adults and children, Stagner and 
Karwoski decided, "There is considerable reason to think 
that children have, on the average, more vivid imagery than 
adults. n74 
They further stated: 
It is, of course, worthwhile finding out what kinds 
of imagery a person has. If one were teaching a school 
child who had vivid visual imagery, this could certainly 
be utilized in helping him to learn. • • • It is wise 
to think of a continuum, from persons with little 
imagery to those with rich, vivid images, rather than 
of groups having a predominance of one sensory mode or 
another. 75 
Emphasizing the power of imagery, Porterfield added: 
Imagery may have created its hobgoblins, its mon-
strosities, its witches and its devils; but at the same 
time it has made possible a world of values, has formed 
the basis for the discovery of new relations in science 
and laid the foundations for the perfections of the 
forms of art. For imagery constitute$ much of the 
materials of imagination and memory.7b 
Singleton explored imagery in silent reading as he 
sought to develop a semi-objective test of imagery. He 
referred to alliance between imagery and imagination when he 
said: 
The greatest confusion seems to be between imagery and 
imagination. For the purposes of this study there seemed 
to be no necessity for separating the two. In fact in 
the mind of this writer there was little possibility of 
74stagner and Karwoski, ££• cit., p. 356. 
75Ibid., p. 362. 
76Porterfield, ££• cit., p. 69. 
ever so doing. 77 
"The term imagery," he further reported, "refers 
specifically to the responses obtained from subjects asked 
to state the imaginative sensual perceptions accompanying 
their silent reading in the test situation.n78 
"Porterfield spoke of the dynamic theory of imagery 
and memory as " ••• recreating [italics in the origin~ 
rather than reproducing [italics in the originaU because 
what wells up out of the past has been reclothed by inter-
vening and present experiences." 79 
Clough, in her attempt to measure imagery in silent 
reading of intermediate grades, found in tere,sting results, 
among which were: 
(1) There were wide ranges of imagery present. 
(2) Girls tested significantly in grades five and 
six. 
25 
(3) There seamed to be no correlation between imagery 
and mental age. 
(4) Those with higher reading interest showed more 
imagery. 
??carlton M. Singleton, "Imagery: Measurement and 
Analysis" (unpublished Doctor's dissertation, Boston 
University, Boston, 1954), p. 12. 
78Ibid., P• 3. 
79~. cit. 
• 
(5) Superior imagery was related to ability in 
association and reca11.8o 
Shane agreed that: 
26 
There are various ways of teaching spelling; how-
ever, all possible types of imagery should be utilized -
auditory, visual, and motor. This means all words should 
be carefully seen, pronounced, and written.Bl 
As Hildreth stated, "Two of the chief mental processes 
that operate in spelling are perception and imagery, the 
storing up of impressions. n82 
Foran contended: 
The importance of imagery in spelling has received 
some stress from time to time but the significance of 
any particular type of imagery may be overemphasized. 
While visual perception is the principle element in 
spelling ability, it does not necessarily follow that 
the images on which spelling relies are wholly or ex-
clusively visual. They may be auditory, which is un-
likely, or vocal-motor, which is more probable. More-
over, children cannot be divided into discreet types 
on the basis of the dominancy of any particular kind 
of imagery. In perceiving a word through any ~~nse a 
child may convert the image to any other type. J 
Cooper asserted: 
In word list teaching the children are led to develop 
this imagery by studying the words with an attempt to 
fix them in their minds. The teaching of spelling should 
80Vida s. Clough, "An Analysis of Mental Imagery in 
Children's Silent Reading" (unpublished Master's thesis, 
Boston University, Boston, 1943), pp. 114-115. 
8lphy11is J. Shane, "Spelling," American Childhood. 
35:11, February, 1950. 
82Gertrude Hildreth, Teaching Spelling: A Guide to 
Basic Princi~les and Practices (New York: Henry Holt and 
Company, 195 ), p:-)6 • 
83Thomas G. Foran, The Psychology and Teaching E! 
Spelling (Washington, D. c::-catholic Education Press, 1934), 
p. 202. 
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not develop a mental set which might transfer negatively 
to reading facility.84 
"Good spelling," agreed Strickland, "indicates that 
the mental images are clear and accurate and that the child 
can recognize them unconsciously.n85 
VI. SPELLING IN RELATION TO READING 
Russell, in comparing spelling ability with reading 
and vocabulary deficiencies, said: 
There is no evidence that poor spelling is necessari-
ly caused by deficiencies in reading or vocabulary. 
Word recognition and vocabulary abilities are tested in 
this study, and seem to be more closely related to 
spelling ability than to level of comprehension in read-
ing. However, the correlations are so high between 
spelling ability and all these factors, it seems proba-
ble t.hat definite improvement in one of them may effect 
spelling ability favorably.86 
Rinsland stated: 
Word meanings contribute much to reading and similarly 
can contribute much to spelling, for learning to spell 
words outside their meaningful situations is similar to 
rote memory of other isolated facts and things and is 
uninteresting and dull. Vfuen meanings in spelling and 
reading are related, children have more need for spelling 
because as they understand words in their own stories 
and statements they have a greater drive for writing 
them.87 
SiJane W. Cooper, "Developing Spelling Ability Through 
Individual Vocabularies," Elementary English. 28: 287, May, 
1951. 
85Ruth G. Strickland, The Language Arts in the Ele-
mentary School (second edition; Boston: n.-cr:-Heath and 
Company, 1955), p. 391. 
86navid H. Russell, "Spelling Ability in Relation to 
Reading and Vocabulary Achievements," Elementary English 
Review. 23:35, January, 1946. 
87Henry Rinsland, "Readiness for Spelling," Ele-
mentary English Review. 27:191, March, 1950. 
• 
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Horn and Otto reported, "There is a positive relation-
ship between spelling and reading comprehension.n88 In 
further supporting the report, they added: 
The possession of a vocabulary of meaningfUl terms is 
basic for reading as well as for spelling. C~ildrea can 
be expected to learn to read or to spell only when they 
have adequate concepts for words they encounter in each 
of the two areas.89 
Gates and Russell added: 
A spelling disability, it is sometimes discovered, is 
backwards in all language activities. More and better 
reading tends to improve spelling. A program of word-
form study which correlates reading and spelling tech-
niques can be most valuable to such a pupil.90 
In comparing reading with spelling, using the Ayers 
Spelling Scale, Monroe concluded: 
Discrepancies between spelling and reading were not 
much greater than were discrepancies between the 
composite reading score and some of the separate read-
ing skills from which the oomposi te was calculateci.. 
Spelling, therefore, may be considered as one of the 
skills which is highly related to reading.91 
"Betts, Decroly, Durrell, Harris, Russell, and others 
have found that good reading and spelling go tosether and, 
88Thamas Horn and Henry J. Otto, Spelling Instruction-
A Curriculum Wide Approach (University of Texas, Austin, 
i93~). p. 2.----
89Ibid. 
90Arthur Gates and David Russell, Diagnostic and 
Remedial Manual (Bureau of Publications, Teachers Co!Iige, 
Columbia University, New York, 19~0), pp. 13-1~. 
91Marion Monroe, Children Who Oannot Read (Chicago: 
University or Chicago Press, 1932~p. 13. ----
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conversely, that poor readers are poor spellers who struggle 
in their attempt at writing anything," added Hildreth.92 
Horn found: 
The potential contributions of reading to spelling 
are substantial. As reading abilities are develope4, 
spelling is improved. On the other hand, deficiencies 
in reading are serious handicaps in learning to spell.9.3 
Nolde stated: 
Educators are not so much concerned about spelling as 
a social attribute as they are troubled by the tact that 
higher education and better reading methods have not 
also produced better spelling. In tact, spelling has 
deteriorated as general education bas improved.9~ 
92Gertrude Hildreth, "Interrelationships Among the 
Language Arts," Elementary Sc:.b.ool Journal. 48:540, June, 
19~8. 
9.3xrnest Horn, "Experiences Which Develop Spelling 
Ability," National Education Association Journal. 4.3:210, 
April, 1954. 
9~Ellenjarden Nolde, "Classro~ Spelling-Experimental 
Notes," Eng1ish Journal. .38:279, May, 19~9. 
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CHAPTER II 
DESCRIPTION OF MATERIALS 
Since the purpose of this investigation is to discover 
the value of using certain word usage practice techniques in 
comparison with more generally used techniques of learning 
spelling for transfer to written language situations, it was 
necessary to make a selection of words and construct both 
usage practice and traditional lesson materials using those 
words. 
Selection of words. The prime source of the words 
chosen for inclusion in this study was the basic word list 
used in the Patton and Johnson, Spelling ~Word Mastery1 
spellers. The frequency of use in children's writing was 
the chief criterion used in the selection of this basic word 
list. The compilation of a child-use vocabulary of 3,310 
words was based on the cumulative research of the authors 
supplemented by the published research in this area by Gates, 2 
lDavid H. Patton and Eleanor M. Johnson, Seelling For 
Word Mastery {Teacher's Manual. Columbus, Ohio:harles ~ 
Werrill Books, Inc., 1956), p. 4. 
2Arthur I. Gates, A List £! Stelling Difficulties in 
~Words {New York: Bureau of Publ cations, Teachers 
College, Columbia University, 1937), 166 pp. 
• 
• 
• 
Dolch,3 Rinsland, 4 and Fitzgerald. 5 This basic word list 
includes words for use in adult writing also. 
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Since the study was to be conducted in the fourth, 
fifth, and sixth grades, it was helpful to have had each of 
the basic list words allocated to a particular grade as based 
upon the most reliable findings of research in gradation of 
words. One of the sources used to determine the difficulty 
6 
of each word was the ~ ~ Spelling Scale. While each 
basic list word was likely to be already in some combination 
of a child's listening, speaking, or reading vocabularies, 
precedence was given to words frequently used but difficult to 
learn. 
For this study, the decision was made to select words 
from the basic list that would be one grade below the fourth 
grade level, the lowest grade to be used in the study, and 
upward to eighth grade words, including words from the three 
3Edward w. Dolch, Better Spelling (Champaign, Illinois: 
The Garrard Press, 1942), pp. 257-272. 
4Henry D. Rinsland, A Basic Vocabulary of Elementar~ 
School Children (New York: The Macmillan Company, 1945, 63 PPo 
5James A. Fitzgerald, A Basic Life Spelling Vocabulary 
{Milwaukee: The Bruce Publishing Company, 1951}, pp. 29-55. 
6Harry A. Greene, The New Iowa Spelling Scale (Iowa 
City, Iowa: State University ~owa, Bureau of Educational 
Research, 1954) • 
• 
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grades (fourth, fifth, and sixth) in which the study was to 
be conducted. 
A selection of one hundred seventy words from the 
basic list was made initially. The following considerations 
governed their choice: 
1. Words were to have same meaning even for the lowest 
grade children involved in the study (fourth grade). 
2. Words which appeared to have difficult parts that 
could be confused were chosen. 
3. Words were, as far as possible, not to have been al-
ready studied in formal spelling lessons. 
4. Words which appeared on lists of words with the 
highest frequency of error in spelling were in-
cluded. 7 
s. Words selected from the lower grade lists were those 
which are frequently misspelled in later writing 
situations. 
From the initial selection, eighty words were then 
written into four stories, twenty words in each story, where 
the words somewhat shaped their content and contributed to 
their interest value. In an attempt to provide words of 
slightly more difficulty than those contained in an average 
graded spelling text, half of the words chosen came from the 
seventh and eighth grade lists with the largest group coming 
from the seventh grade. The distribution of words within the 
?Katherine F. Reddy, "An Analysis of Spelling Errors 
of Ten Sixth Grades in Communities Suburban to a Metropolitan 
City" (unpublished Master's thesis, Boston University School 
of Education, 1949). 
• 
• 
four stories by grade levels is shown in Table I. 
TABLE I 
DISTRIBUTION OF WORDS WITHIN ALL STORY LESSONS 
BY BRADE LEVELS 
Grade Number of words 
8 • • • • • • • • • 18 
7 • . . . • . • . . 2 9 
6 . • • . . . . . . 15 
5 • . • • • • • • • 8 
4 . . . . . . • . • 8 
3 • . • • . • . • • 2 
Total. • • • • • • • • 80 
The distribution of words within each story by grade 
levels necessarily had to be somewhat uneven in order to 
maintain the interest of the narratives. These distri-
butions are shown in Table II. 
TABLE II 
DISTRIBUTION OF WORDS BY GRADE LEVELS 
WITHIN EACH STORY LESSON 
Grade 
Lesson 
8 7 6 5 
I • • • • 2 11 3 4 II • • • • 7 6 4 2 
III • • . • 5 5 5 0 
IV • • • • 3 7 4 2 
4 3 
0 0 
0 1 
5 
3 1 
33 
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All of the words embedded in the stories are found on 
8 the Rinsland list with the single exception of the word 
sensible. Forty-one of the words are contained in the 2650 
word basic vocabulary list by Fitzgerald. 9 (See Appendix for 
alphabetic listing.) 
Spelling lessons. The four stories, each complete on 
one printed page, served to introduce the spelling words in 
context. This is the pattern followed in the traditional 
spelling series. To the left of each story, the words were 
printed in column form to correspond to the order of the 
underlined word in the story. That each story might have the 
greatest possible appeal, the stories were titled: Lesson I, 
A Second Chance; Lesson II, Octopus Races; Lesson III, ~ 
Week-end; and Lesson IV, The Theft. 
Although all children received the identical words in 
story and column f onn for study during any one week, there 
were two spelling lesson types: (1) traditional and (2) word 
usage practice. An explanation of the two types follows. 
1. Traditional Spelling Lessons 
A general study of current spelling textbooks provide~ 
with minimum variations, the following pattern for the 
8Rinsland, loc. cit • 
9Fitzgerald, op. cit., pp. 56-127. 
• 
• 
• 
traditional spelling lessons: 
Monday - Say and write words after reading story. 
Tuesday - Study words; exercises provided. 
Wednesday - Trial test; correction. 
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Thursday - Study misspelled words; further exercises. 
Friday - Final test. 
The word study exercises of Tuesday were constructed 
so that the words for a certain week were required to be 
written in response to a series of questions or imperatives. 
The following types of exercises, built around the particular 
features of a week's words, were included: 
1. Dictionary work - placing words in alphabetical 
order, dividing word into syllables and placing 
accent mark. 
2. Writing the words when the phonetic spelling is 
given. 
). Writing the words with double vowels or consonants. 
4. Writing another word ending with the same sound-
rhyming. 
5. Finding prefixes and noting suffixes. 
6. Forming plurals. 
7. Writing past tense endings. 
8. Writing synonyms, antonyms, and homonyms. 
These lessons were built to parallel as closely as 
possible the present day textbooks. 
2. Word Usage Practice Lessons 
At the outset of the study, there was a need for find-
• 
• 
ing techniques that would provide opportunity for the c)lild 
to create his own imagery for each spelling word and thus 
enhance its meaning for him. Since spelling, as a skill, 
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is useful almost entirely in "writing", the techniques were 
to furnish written practice at each step. To promote easier 
transfer to later writing, each technique was to offer a 
different provocative setting in which the child would use 
a word. By some means also, motivation and freedom for each 
child was needed for speaking and hearing the words as well. 
Thus, it seemed practicable to build materials and set up 
situations that would force imagery behind all the spelling 
words for each child. 
Four procedures were selected to offer word usage 
practice for a week's lesson. These techniques were con-
structed to use the word in a variety of situations where 
the child would see, hear, say and write it. Three of the 
techniques utilized small groups of various sizes depending 
on the nature of the task; group members said words to and 
beard words from each other. These procedures, in order of 
daily use, were: Gbain St~ -- Monday; Dramatization of 
Words - Tuesday; Phrase Classification - Wednesday; and 
Descriptive Questions - Thursday. 
Chain Stories -- Chain stories are formed by select-
ing a word from a list, putting it into a sentence, and 
linking a series af these sentences together in any order 
that will finally result in a sensible sequence of ideas. 
This technique, often used with many variations, allows far 
the free choice of the word order used within a given list. 
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Each class was divided into groups of five pupils each 
by any convenient method, but not according to ability. Using 
the current week's word list, one child within the group was 
to select a word for use in a sentence that would begin a 
story. As the sentence was given, all pupils skimmed their 
own printed lists and attempted to recognize the word in con-
text. If so, they immediately wrote it on their papers. If 
there was no recognition, the word alone was repeated by the 
original speaker. This process of choosing words and adding 
sentences which would continue naturally the thought started 
by the first and succeeding ones was continued around the 
group. The remaining four pupils proceeded to write the 
words embedded in the sentence as each was said. 
The hearing of the word spoken as it was used in 
sentences and the immediate writing of it was to fix it more 
firmly in the child's mind. One advantage of writing the 
practiced words was that the pupil immediately saw the result, 
thereby strengthening the visual impression of the word. 
At the initial presentation, chain stories were to be 
demonstrated with the entire class. Since these stories 
which started by using the same words were frequently con-
cluded in widely differing ways by the groups, the brief 
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sharing of endings for the stories was to show the interesting 
use of the words by each group. Sharing of endings was not 
done during later use of chain stories. 
'i'he teacher was cautioned to observe that the sentences 
formed were contributing to a reasonable story. He was also 
to make certain that each pupil was writing the new spelling 
words used and note what words from the twenty .in the lesson 
had not or could not be used in the story. 
~ Dramatization -- For the word usage technique of 
Tuesday, the dramatization of words on the weekly list by 
the pupils was aimed at associating much imagery with the 
words. Carefully constructed directions to the teachers were 
required for the initial introduction of dramatization to a 
class. These directions included three steps in which the 
teacher announced a new kind of spelling lesson, gave back-
ground on "acting out", and showed how to act out the spell-
ing words. (See Appendix) This introduction of the idea 
of the dramatization of spelling words preceded the actual 
organization of the class for the dramatization lesson. 
After general understanding of the acting out process 
had been gained, the teacher divided the class into non-
ability groups of six pupils each. From the list of words 
on the introductory story sheet, each pupil was to select 
one or several of the words that he could act out for the 
group. Group leaders were appointed to make sure that each 
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pupil took a turn at acting out words and that the total word 
list would be dramatized. While one pupil acted his chosen 
word, the remaining five members of the group were to guess 
the word, write it quickly on a sheet of paper, and check 
with the word list for correct spelling. 'fhe guesses would 
then be read back to the pupil actor to determine if they 
were correct. 
The procedure of choosing a word, deciding how it 
could best be conveyed through dramatization, and acting it 
out while others guessed and wrote the word was continued 
in turn until the twenty words in the lesson had all been 
used. The average time needed to complete a lesson after 
the initial introduction was twenty minutes. 
The teacher was to observe each group and help the 
pupils to follow directions where necessary. He was later 
to check the spelling of the words each child had written to 
search out overlooked errors. 
The groups of six were not so large as to be unwieldy 
and provided greater sharing of word interpretation based 
upon experience and imagination than would have smaller 
groups. The actual acting sometimes consisted of no more 
than one gesture or a change in facial expression before the 
group members had guessed a word. 
Phrase Classification -- The Wednesday technique of 
using the spelling words by classifying into phrases was 
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planned to give children further opportunity to develop 
imagery around words. The words were to be written in 
phrases to show that one meaning was understood. Simultane-
ously, each phrase had to be related in meaning to a given 
title or situation and written underneath. The situations 
had been selected so that each phrase might be placed 
appropriately under one of them. 
Each class was divided into groups of three, not 
according to ability. For each group, the pupils were to 
give themselves numbers - one, two and three - and each 
write a different title on his own paper from a given list 
of twelve possible choices for each week's lesson. The 
pupil who had written a title was to be the writer for the 
phrases that went with that title. The other two pupils in 
his group were to suggest phrases to him. Each of these 
original phrases was to include one or more of the spelling 
words in order of their appearance on the weekly list. 
After two phrases had been suggested for and written 
by title and pupil "one" respectively, phrases using the 
same words as before were suggested for the second title 
while the second pupil wrote them. The same contributions 
were made for the third title and written by the third pupil. 
The phrase writing job then returned to the first pupil when 
the use of words in order as phrases was resumed and con-
tinued until all words had been used in phrases classified 
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under the titles. 
The explanation of this technique varied in the amount 
of time taken but the average first lesson was to last no 
longer than thirty minutes. Each group of children was to 
proceed at the group rate of progress. Although the pupils 
were to write phrases, not sentences, for each word, it was 
helpful for them to think of sentences and then extract the 
phrases for writing. 
'l'he title3 that were selected fall into three broad 
categories: 
1. Real life situations 
2. Imaginative experiences 
3. Television shows 
They were chosen as a result of an informal preference survey 
conducted among one hundred fifty fourth, fifth, and sixth 
grade students. The pupils were asked to check the titles 
they would most like to write about and the most popular 
were used as titles for the phrases. 
Descriptive Questions -- On Thursday, word meaning 
exercises called descriptive questions were asked in such a 
way that the meaning included in the questions would bring 
out one of the previously learned spelling words in written 
response. For each week's lesson of twenty words, twenty 
questions were constructed which would require those words 
as answers in any order. The teacher asked each question; 
the pupils wrote the corresponding one word answer. The 
lesson for the week was on each pupil's desk for the purpose 
of crossing off each word as he used it. 
The technique was designed to focus attention on the 
meaning of the words and draw together the results of the 
spelling learning in the previous three techniques of the 
week. 
An example of a question from Lesson I was: 
How could we describe the last egg in --------------~ a. dozen? 
The response is the word "twelfth". 
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A further example of a question from Lesson IV was: 
-----------~How would we describe a pair of' pants 
that had been through the washing machine 
and had not yet been ironed? 
"Wrinkled" is the correct answer which the pupil would 
have written on his paper. 
This e:xerci se, as contrasted with the group work of 
the week, was to fix the words individually in the vocabulary 
of each child. 
For all techniques, presenting the explanations to the 
teachers clearly and briefly by written and oral instructions, 
eliminated unanswered questions and confusion for those un-
certain about frequent shifting of small pupil groups, and 
insured the maintenance of high standards at work. 
CHAPrER III 
PL.AN AND PROCEDURE OF THE SPELLING PROGRAM 
This experiment was conducted at the intermediate 
grade level in thirty-two classrooms: Seven fourth grades, 
thirteen fifth grades, and twelve sixth grades in eight 
schools in the Metropolitan Boston area and one community 
in Rhode Island. Seven hundred eighty-nine pupils are en-
rolled in these grades. All sooiO.-economic levels are 
represented in the communities. 
Rotation of groups within the population. This was 
a rotated study requiring four weeks plus four days for 
testing, two at the beginning and two at the end. During 
the period of the study, each room served bot~ as a control 
and experimental group on alternate weeks. Thus, such 
variables as teacher strength, novelty of the techniques 
and varying motivations of pupils in differing socio-economic 
areas would be controlled. 
The entire population was divided into two equal 
groups, Classrooms A and Classrooms B, which was done as far 
as possible by alternately designating "A" and "B" class-
rooms at one grade level but otherwise at random to maintain 
an equal division. The A and B division of the population 
was necessary in order to rotate on a weekly basis the types 
of spelling lessons taught. 
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The effect of this rotation was that all of the 
participating classrooms had word usage practice for two 
weeks out of the total four weeks (either the first and third 
weeks or the second and fourth weeks). During the remaining 
period, the respective lesson for the week was taught by a 
traditional procedure. Out of the total eighty words in 
the four weekly lessons, forty words were learned through 
word usage practice while forty words were learned by means 
of a regular spelling lesson using the materials provided. 
Since this study seeks to compare the word usage 
practice lessons with the traditional spelling lessons, the 
word lists and story presentations for both Classrooms A and 
B were identical each week. 
During the first week, however, half of the classrooms 
labeled ClassroonsA taught Lesson I by traditional techniques 
while the other half, Classrooms B, used only the usage tech-
niques for Lesson I. The roles of the classrooms were reversed 
for the teaching of Lesson II during the second week of the 
experiment. Continuing this rotation, both kinds of techniques 
in the third week were used for Lesson III by the same class-
rooms that had used them in Lesson I. The final week of the 
experiment was arranged so that traditional and word usage 
techniques were being done in the same classrooms as those of 
Lesson II in the second week {see Tables III and IV). 
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TABLE III 
LESSON SCHEDULE FOR CLASSROOM A 
Monday Tuesday Wednesday Thursday Friday 
Feb. 15 Feb. 16 Feb. 17 Feb. 18 Feb. 19 
A SECOND 
CHANCE 
T Study Trial Study Mis- Test 
Say and Words Test spelled 
write words Words 
1 
Feb. 29 Mar. 1 Mar. 2 Mar. 3 Mar. 4 
THE OCTOPUS 
WINS 
2 E Drama- Phrase Descriptive Test Chain tization Classifi- Sentences 
Stories cation 
Mar. 7 Mar. 8 Mar. 9 Mar. 10 Mar. 11 
SKI WEEKEND 
Study Tr±a1 Study Mis- Test 
3 T Say and Words Test spelled 
write words words 
Mar. 14 Mar. 15 Mar. 16 Mar. 17 Mar. 18 
THE THEFT 
Drama- Phrase Descriptive Test 
E Chain tization Classifi- Sentences 
Stories cation I 
4 
____________________________ .......... ... 
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TABLE IV 
LESSON SCHEDULE FOR CLASSROOM B 
Monday Tuesday Wednesday Thursday Friday 
Feb. 15 Feb. 16 Feb. 17 Feb. 18 Feb. 19 
A SECOND 
1 
CHANCE Drama- Phrase Descriptive Test E 
Chain tization Classifi- Questions 
Stories cation 
Feb. 29 Mar. 1 Mar. 2 Mar. 3 Mar. 4 
THE OCTOPUS 
WINS Study Trial Study Mis- Test 
T words Test spelled Say and Words 
2 
write words 
Mar. 7 Mar. 8 Mar. 9 Mar. 10 Mar. 11 
SKI WEEKEND 
Drama- Phrase Descriptive Test 
3 E Chain tization Classifi- Questions 
Stories cation 
Mar. 14 Mar. 15 Mar. 16 Mar. 17 Mar. 18 
THE THEFT 
Study Trial Study Mis- Test 
T Say and Words Test spelled 
write words Words 
4 
• 
• 
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Procedure t2£ the work of each week. The spelling 
study was conducted from February 15, 1960 through March 18, 
1960 inclusive on each school day. Pre-testing was done on 
Thursday and Friday of the preceding week and post-testing 
was concluded on Monday and Tuesday of the week following 
the final week of the study. 
Prior to the start of Lesson I, which began on 
February 15 and ran through February 19, all classrooms had 
been given the identical introductory story and word list. 
All Classrooms A had received the materials for teaching 
according to a traditional plan during that week. The 
general plan included saying and writing the words on 
Monday; doing word study exercises on Tuesday; writing a 
trial test on Wednesday; studying misspelled words and com-
pleting further exercises for Thursday; and a final test on 
Friday. Despite the fact that traditional lessons were fur-
nished, teachers were urged to follow the regular pattern for 
spelling study that had been followed up to that point in 
the school year. 
All Classrooms B, during the week for Lesson I, had 
received materials for teaching the words by a different word 
usage practice daily. On Monday, the chain stories were aimed 
at :familiarizing the pupils with thew ords and having them 
use words in different contextual settings from the intro-
ductory stories. These words, at the same time, were to be 
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written. 
'l1he dramatization of words on Tuesday was aimed at 
associating much imagery with the words. The person who 
acted out each word was forced to use his imagination in 
order to present the word quickly to the members of his 
group. The persons guessing the word had to use imagination 
in order to ferret out all the possibilities from the spell-
ing list and decide on the correct one. Again, each child 
had writing practice. 
'l'he Wednesday practice of phrase classification was 
aimed at narrowing the use of thew ords under classifications 
of high interest to children. Each child was responsible for 
writing. 
The descriptive questions read by the teacher on 
Thursday were aimed at having the pupil discover the word 
from the description of its most common meaning included in 
a question. As an individual written exercise, it differed 
from the group work of the week. 
Friday was test day for all groups whether or not the 
spelling words had been studied by the word usage practice 
techniques or traditional techniques. A column test was 
given in which a word was dictated; a sentence was given 
using the word; and the word was pronounced again as the 
testees wrote. 
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During the second week of the study, February 29 -
March 4, Classrooms A received the word usage practice 
materials for the Monday through 'fhursday lessons while 
Classrooms B were furnished traditional lesson materials for 
the week. Both Classrooms A and B received the word list and 
introductory story for Lesson II • 
.lfrom March 7 through March 11, both types of class-
rooms received the Lesson III words and story. Classrooms A 
were given traditional lesson materials. Classrooms B re-
turned to the use of the word usage practice materials pro-
vided for the first week of the study. 
The final week of the study, March 14 through March 18, 
provided further practice for Classrooms A on the word usage 
materials far Lesson IV. These materials had been used before 
with Lesson II. Classrooms B returned to studying the tra-
ditional lesson material furnished for Lesson IV. 
Testing program. ln order to determine the spelling 
achievement level of the pupils in these classrooms, the 
Metropolitan Achievement Test, Spelling, Form R, was ad-
ministered to all pupils at the beginning of the study. For 
the purpose of measuring spelling achievement growth at the 
end of the study, the Metropolitan Achievement Test, Spell-
ing, Form S was administered to all pupils, Advanced Battery. 
The present level of use for the words in this study 
while maintaining correct spelling was gained through the 
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administration of a Synonym-Context Test constructed for the 
purpose. The a bi li ty to use the studied spelling words as 
synonyms in context was measured at the close of the study 
by an alternate form of the Synonym-Context Test. 
As a check on the mastery of the words contained in 
each of the weekly lessons, column tests of twenty words 
each were dictated by each teacher. 
1. Metropolitan Achievement Test 
Description -- For each for.m of the test, a list of 
fifty words is provided for each grade. The word is pro-
nounced, a sentence read using the word, and then the word 
is pronounced again as the pupils write. 
Validity-- These are subtests within the complete 
Metropolitan Achievement Test. No statistics specifically 
applying to spelling are given. 
Reliability -- Reliability data for these tests were 
shown for the fifth grade. Table V shows these data. 
TABLE V 
CORRECTED SPLIT-I~ RELIABILITY COEFFICIENTS 
AND RELATED DATA (Intermediate Battery) (N-350) 
Test r* Mean** S.D.** 
Spelling .933 194.1 19.9 
* Based on raw scores. 
** In terms of comprehensive standard scores. 
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Nor.ms -- A national program was carried out on a 
cooperative basis that involved testing in every state in the 
country. More than 500,000 tests were distributed and actual 
norms were based upon a twenty-five per cent random sample 
drawn from each classroom tested. 
Scoring -- The tests were hand scored by the investi-
gators. Copies of these tests may be found in the Appendix. 
2. Synonym-Context Test 
Two forms of the Synonym-Context Test (Form A and 
Form B) were administered initially to ascertain the present 
level of use and spelling mastery for the words of the study. 
The purpose of a synonym-context test is to measure the 
ability of pupils to transfer spelling words studied to 
written vocabulary usage situations. For this study, in order 
to insure that the results would be comparable and to reduce 
any practice effect, two forms were constructed. 
Construction ~ Test Since the eighty words used in 
the weekly spelling lessons constructed were to be sample 
tested by using the synonym-context tests both at the be-
ginning and ter.mination of the experiment, the words of each 
week were divided into four nearly equal groups. One-quarter 
of the words from a lesson was combined with approximately 
one-quarter of the words from each of the other three weekly 
lessons to make a totally different arrangement of twenty 
words. In the same manner, this was accomplished for the 
Boston Universitt 
School of Education 
Library; ~ 
remainder of the eighty words, making four equal lists of 
twenty words. {See Appendix, page 137) 
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The attempt was made to have each recast list equally 
weighted as to the grade level of words. Other considerations 
were to keep words having the same prefixes, suffixes, diph-
thongs, repeated double consonants, verb tense endings and 
length as widely dispersed and evenly divided as possible 
among the four groups of twenty words. Only two out of the 
four lists (total of forty words) were finally used to con-
struct the synonym-context tests. One list was used for 
Form A; the other list for Form B. 
Although using the words in content consisting of short 
unrelated paragraphs would have eased the task of construction, 
the Synonym-Context Test was composed as a short story to fit 
the twenty words in each form. This was done to follow the 
pattern of page-long short stories to be used in the weekly 
lessons; to embed the words in a longer contextual setting; 
and to make the text interesting to read. Copies of both 
forms of the Synonym-Context Test may be found on page 139 in 
the Appendix. 
Administration !2! the ~ -- Within each of the 
participating classrooms, from an alphabetic list of pupils, 
Synonym-Context Test, Form A, was given to the pupil heading 
the list. Synonym-Context Test, Form B, was given to the 
second pupil, and alternate forms were received by alternate 
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pupils until the bottom of the list was reached. Thus, half 
of the pupils in a classroom were given Synonym-Context Test, 
Form A, and the remaining half were given Synonym-Context 
Test, Form B, in the initial testing period. 
At the conclusion of the lessons, the Synonym-Oontext 
~ests were again administered. Each pupil completed the 
alternate form, i. e. those having had Form A, then did Form 
B, and those having previously taken Form B did Form A. 
Scoring of ~ ~ -- Because the number of correct 
responses on the Synonym-Context Test before the teaching 
of the word usage practice lessons were to be compared with 
the correct responses on the Synonym-Context Test after 
teaching, it was necessary to identify and separate the 
words on the Test which were to be taught for two weeks by 
word usage practice lessons and which amounted to ten words 
out of the total of twenty responses on each form of the 
Test. 
Likewise, for comparison, there was the necessity 
for identifying and separating on the alternate form the 
words which had been taught by word usage practice lessons 
during two of the previous four weeks' study. 
Similarly, for any one form of the Test, the ten 
remaining words which had not been identified as responses 
stemming from word usage practice learning were words to 
be learned or had been learned during two weeks or tradi-
• 
• 
• 
54 
tional spelling lessons. The number of correct responses 
on these words constituted a control level as comparison of 
increase of words used after traditional type lesson learn-
ing was made with the increase after word usage practice. 
After the words had been identified and separated 
on both Forms A and B, cut-out masks were constructed which 
left visible only ten words on each test. Beside each 
opening on the mask a number was placed which indicated the 
week's lesson in which the word was included. 
The words in Synonym-Context Test, Form A, and their 
placement in the weekly lessons follows: 
Lesson I Lesson II 
awkwardly opposite 
generous efficient 
permission schemed 
aches scenery 
drawer audience 
receive finished 
anchor 
Lesson III Lesson IV 
canceled excited 
schedule museum 
mountains disappeared 
kept 
The wards in Synonym-Context Test, Form B, and their 
placement in the weekly lessons follow: 
Lesson I Lesson II 
twelfth celebrate 
brief familiar 
business gorgeous 
ruined leisurely 
written committee 
touched 
Lesson III 
necessary 
dining 
o'clock 
convenient 
guide 
Lesson IV 
foreign 
answer 
sensible 
explanation 
For deriving the scores, one point was credited for 
each right response. Using the correcting masks, a four 
part score identified the number of correct responses for 
the words associated with each week's lesson. (See 
Appendix, page 141) 
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CHAPTER IV 
.ANALYSIS OF DATA 
The purpose of this study was to evaluate word usage 
practice techniques as compared with traditional techniques 
in teaching spelling. The data were analyzed to determine 
differences between spelling achievement before and after 
the period of the study. 
1. To determine achievement in spelling and transfer 
to use as measured by a synonym-context test. 
2. To determine the amount of achievement in spell-
ing as measured by a standardized spelling test. 
The data were analyzed to reveal any effects of the 
two methods as measured by these two tests: 
1. To determine differences in terms of grade levels 
(grades 4, 5, and 6). 
2. To determine differences in relation to high, 
average, and low I.~. levels. 
3. To determine the differences on weekly spelling 
tests. 
4. To determine the differences in the Synonym-Context 
Test scores in the weeks when traditional and ex-
perimental lessons were taught. 
5. To determine the pupil preferences for the type 
of lesson. 
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In the nine communities and thirty-two classrooms in 
which this investigation was conducted, the 789 pupils were 
divided into two groups. Each classroom served both as a 
control and experimental group on alternate weeks. One group 
of classrooms included 385 pupils. The other classrooms had 
pupils totaling 404. 
The Metropolitan Achievement Test, Spelling, Forms R 
and s, were used to measure the achievement of all pupils be-
fore and after the period of the study. A Synonym-Context 
Test was built which used half of the words chosen for the 
experiment. This test was designed to measure achievement in 
spelling on the specific words of the study and also the 
amount of transfer to use. In addition, a weekly column test 
of twenty words on the lesson for the week was adm.ini stared. 
The traditional lessons taught during two weeks in any 
one classroom consisted of lessons that would be comparable to 
those found in a regular textbook. After analyzing the week's 
words, taking a trial test, and restudying any misspelled 
words, the pupils took a final test on Friday. 
The experimental lessons taught during two weeks in any 
one classroom consisted of a different technique each day for 
practicing word use. Chain Stories on Monday were followed 
by dramatization of words and phrase classification on Tuesday 
and Wednesday. Descriptive questions were asked on Thursday 
to evoke the spelling words in response. On Friday, the 
words were dictated as a test. 
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Analysis of ~: Total Population -- Table VI shows 
the distribution of chronological age of pupils in months 
tor grades tour, five and six. 
165-169 
160-164 
155-159 
150-154 
145-149 
140-144 
135-139 
130-134 
125-129 
120-124 
115-119 
110-114 
105-109 
100-104 
No. 
Mean 
S.D. 
TABLE VI 
DISTRIBUTION OF CHRONOLOGICAL AGES 
IN GRADES 4, 5, and 6 (IN MONTHS) 
Grade 4 Grade 5 
2 
3 
3 
10 
2 25 
62 
6 112 
29 91 
50 9 
42 
14 
2 
145 317 
116.07 128.17 
5.80 6.75 
Grade 6 
5 
4 
11 
12 
32 
93 
108 
60 
2 
327 
140.41 
7.25 
The fourth grade shows a mean chronological age of 
116.07 months and a standard deviation of 5.80. At the fifth 
grade level, the mean chronological age is 128~7months with 
a standard deviation of 6.75. The mean chronological age for 
the sixth grade of 140.41 months and a standard deviation of 
7.25 indicates an increasingly greater spread of age as 
compared with each of the previously mentioned grades. 
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The distribution of I.Q. scores in grades four, five, 
and six are reported in Table VII. 
TABLE VII 
DISTRIBUTIONS OF I.Q. SCORES IN GRADES 4, 5, and 6 
Grade 4 Grade 5 Grade 6 
165-169 
160-164 
155-159 1 
150-154 1 1 
145-149 2 1 1 
140-144 5 2 2 
135-139 5 4 3 
130-134 12 8 6 
125-129 11 13 15 
120-124 12 22 39 
115-119 23 44 40 
110-114 14 54 54 
105-109 20 55 58 
100-104 18 33 45 
95- 99 12 35 14 
90- 94 5 21 18 
85- 89 3 12 15 
80- 84 2 9 10 
75- 79 3 5 
70- 74 1 
No. 145 317 327 
Mean 114.76 108.24 108.79 
s.n. 13.95 12.60 12.86 
The I.Q. scores for grades five and six show means of 
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108.24 and 108.79 with standard deviations of 12.60 and 12.86 
respectively. The mean I.Q. for grade four is 114.76 with a 
standard deviation of 13.95 showing that the fourth grade was 
six points of score above either the fifth or sixth grades in 
this study. 
Table VIII shows a comparison of spelling scores of 
the Advanced l!'orms R and S of the Metropolitan Achievement 
Test. The advanced forms of this test were selected in 
order to insure that a gain in spelling by those of highest 
spelling achievement could be measured more accurately. 
70-74 
65-69 
69-64 
55-59 
50-54 
45-49 
40-44 
35-39 
30-34 
25-29 
20-24 
15-19 
10-14 
5- 9 
0- 4 
No. 
Mean 
S.D. 
S.E. 
Diff.m 
S.E.d 
C.R. 
TABLE VIII 
COMPARISON OF METROPOLITAN ACHIEVEMENT 
SPELLING SCORES FOR GRADES 4, 5, 6 
Grade 4 Grade 5 Grade 
61 
6 
Initial Final Initial Final Initial Final 
1 
1 1 1 4 
1 2 1 2 9 13 
1 5 4 6 19 32 
2 4 8 10 43 28 
6 11 19 25 33 35 
11 17 39 37 43 39 
18 25 49 45 40 47 
17 19 45 61 51 39 
21 18 53 51 32 41 
13 18 45 37 22 22 
26 11 26 22 16 19 
19 8 19 12 17 6 
5 2 8 8 1 1 
5 4 1 
145 145 317 317 327 327 
25.83 31.07 30.41 32.06 37.44 35.20 
12.45 13.20 11.25 11.35 13.02 13.25 
1.03 1.09 .63 .64 .72 .73 
5.24 1.65 -2.24 
1.50 .90 1.02 
3.49 1.83 2.20 
At the fourth grade level a comparison of mean spell-
ing achievement scores shows a critical ratio of 3.49 indi-
cating a significant difference at the .01 level and favors 
the experimental group. In terms of grade equivalent this 
gain is equal to eight months. 
• 
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At the fifth grade level the critical ratio of 1.83 
approaches significance at the .05 level. In terms of 
grade equivalent this gain is five months. 
At the sixth grade level comparison of mean scores 
shows a critical ratio of 2.20 showing a significant differ-
ence at the .05 level favoring the initial test. This loss 
is equal to three months in ter.ms of grade equivalent scores. 
Table IX shows a distribution of Synonym-Context 
scores for the total population of grades 4, 5, and 6 far 
the initial testing. 
20-21 
18-19 
16-17 
14-15 
12-13 
10-11 
8- 9 
6- 7 
4- 5 
2- 3 
o- 1 
No. 
Mean 
S.D. 
TABLE IX 
DISTRIBUTION OF SYNONYM-CONTEXT TEST SCORES -
INITIAL TESTING - GRADES 4, 5, AND 6 
For.m A Form B Total 
1 1 
7 4 11 
13 8 21 
44 24 68 
57 58 115 
118 128 246 
164 163 327 
404 385 789 
2.76 2.41 2.52 
2.52 2.14 2.18 
The mean score for the Synonym-Context Test, Form A, 
initial testing, is 2.76 words correct with a standard 
deviation of 2. 52 as compared with 2.41 words correct and a 
standard deviation of 2.14 on Form B, initial testing. 
Table X shows the comparison between the initial scores 
on the Synonym-Context Test, For.m A and For.m B, to determine 
whether the two for.ms are of com parable difficulty. 
TABLE X 
COMPARISON OF SYNONYM-CONTEXT TEST SCORES 
INITIAL TESTING 
Form No. Mean S.D. Diff. C.R. 
A 404 2.76 2.52 .13 
..t:i 385 2.41 2.14 .11 .35 .17 2.10 
A 404 2.76 2.52 .13 
Total 789 2.52 2.18 .11 .24 .17 1.43 
B 385 2.41 2.14 .11 
Total 789 2. 52 2.18 .11 .11 .12 
Comparison of the mean scores, Form A with Form B, 
results in a critical ratio of 2.10 which is significant at 
the .05 level. This comparison shows that Form B is slightly 
more difficult than Form A. 
Comparison of Forms A and B against the total scores 
yield critical ratios of 1.43 and .72 which are not signifi-
cant. 
.72 
Table XI shows a distribution of Synonym-Context 
scores for the total population of grades 4, 5, and 6 for 
the final testing. 
20~2~ 
18-19 
16-17 
14-15 
12-13 
10-11 
8- 9 
6- 7 
4- 5 
2- 3 
0- 1 
No. 
Mean 
s.n. 
TABLE XI 
DISTRIBUTION OF SYNONYM-CONTEXT TEST SCORES -
FINAL TESTING - GRADES 4, 5, AND 6 
Fo:rm A Form B Total 
3 1 4 
2 9 11 
2 7 9 
21 18 39 
27 31 58 
53 45 98 
56 66 122 
61 65 126 
52 47 99 
52 73 125 
56 42 98 
385 404 789 
6.74 6.98 6.87 
4.40 4.50 4.40 
The mean score for the Synonym-Context Test, Form A, 
final testing, is 6.74 words correct with a standard devi-
ation of 4.40 as compared with 6.98 words correct and a 
standard deviation of 4.50 on Form B, final testing. 
Table XII shows the comparison between the final 
Synonym-Context Test scores on Form A and For.m B for the 
• 
total population. 
TABLE XII 
COMPARISON OF SYNONYM-CONTEXT TEST SCORES 
FINAL TESTING 
65 
Form No. Mean S.D. S.E.m Diff. S.E.d C.R. 
A 385 6.74 4.40 .22 
B 404 6.98 4.50 .22 .24 .32 
A 385 6.74 4.40 .22 
Total 789 6.87 4.40 .16 .13 .27 
B 404 6.98 4.50 .22 
Total 789 6.87 4.40 .16 .12 .27 
The comparison between final scores on Form A and 
Form B reveals that the critical ratio of .76 for the final 
mean Synonym-Context Test scores is not significant between 
Form A and Form B. The comparison of Form A with the total 
mean score shows a critical ratio of .48 and Form B with the 
total mean score shows a critical ratio of .43 which indi-
cates that there is no significant difference between forms 
in the gains made on either of the two forms. 
Table XIII compares the Synonym-Context Test Scores, 
initial versus final testing. Those pupils who took Form A 
in the initial testing took Form B in the final testing. 
Those pupils who took Form B in the initial testing took Form 
A in the final testing. 
.76 
.48 
.43 
Form 
A 
Initial 
T.ABLE llii 
COMPARISON OF SYNONYM-CONTEXT TEST SCORES 
INITI.AL VS. FINAL TESTING 
No. Mean S.D. S.E.m Diff. 
404 2.76 2.52 .13 
66 
S.E.d C.R. 
4.22 .26 16.41 
B 
Final 404 6.98 4.50 .22 
B 
Initial 385 2.41 2.14 .22 
A 
4.33 .25 17.46 
Final 385 6.74 4.40 .11 
In the comparison of the initial mean score of Form A, 
2.76, with the final mean score of Form B, 6.98, a mean gain 
of four words resulted in a critical ratio of 16.41 which is 
significant. 
In the comparison of the initial mean score of Form B, 
2.41, with the final mean score of Form A, 6.74, a mean gain of 
four words resulted in a critical ratio of 17.46 wbich is 
significant. 
Although Form A is slightly less difficult than Form 
B, the resultant critical ratios of final testing show 
significant gains for both groups taking final A and final 
B forms. 
Table XIV shows the comparison of Synonym-Context 
• 
• 
rd 
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Test scores for words taught by traditional and experimental 
techniques. 
Group 
TABLE XIV 
COMPARISON OF TarAL SYNONYM-CONTEXT TEST SCORES 
BETWEEN INITIAL AND FINAL FORMS FCR WORDS TAUGHT 
BY TRADITIONAL AND EXPERIMENTAL TECHNIQUES 
No. Mean S.D. S.E.m Di f'f'. S.E.d Scores C.R. 
Initial 1578 .637 .85 .021 
.954 .04 23.85 Final 1578 1.59 1.35 .034 
Initial 1578 .637 .84 .021 1•18 .04 Final 1578 1.82 1.42 .035 
The mean for all scores on words taught by tradition-
al techniques on the initial forms of the Synonym-Context 
Test is .637 words compared with 1.59 words on the final 
forms. 
29.50 
The mean for all scores on words taught by experiment-
al techniques on the initial for.ms of the Synonym-Context Test 
is .637 words compared with 1.82 words on the final forms. 
The critical ratios of 23.85 for the traditional and 
29.50 for the experimental are both significant and the 
higher critical ratio favors the experimental techniques. 
Table X!\8. shows the comparison of mean Synonym-Context 
--- ~ ~--~ ~-
• 
• 
• 
Test final scores on words taught by experimental lessons 
with words taught by traditional lessons. 
T.ABLE XIVa 
COMPARISON OF MEAN FINAL SYNONTI~-CONTEXT TEST SCORES 
FOR WORDS TAUGHT BY TRADITIONAL 
.AND EXPERIMENTAL TECHNIQ,UES 
67a 
Group No. Mean S.D. S.E.m Diff. S.E.d C.R. Scores 
Exp. 1578 1.82 1.42 .04 
.2.3 .12 1.96 
Trad. 1578 1.59 1 • .35 .OJ 
The mean for all scores on words taught by traditional 
techniques on the final forms of the Synonym-Context Test 
is 1.59 words compared with 1.82 words as taught by experi-
mental techniques. The frequency distributions used to 
determine these means were constructed on the basis of five 
words selected for inclusion in the Synonym-Context Test 
from each week's spelling lesson. 
The resultant critical ratio of 1.96 indicates that 
a significant difference exists at the .05 level favoring 
the experimental lessons. 
Table XV shows the comparison of mean Synonym-vontext 
• 
• 
scores on words taught by experimental lessons with words 
taught by traditional lessons for weeks one and three of 
the study. 
Group 
Exp. 
TABLE XV 
COMPARISON OF MEAN SYNONYM-CONTEXT SCORES -
EXPERIMENTAL VS. TRADITIONAL LESSONS 
(Weeks 1 and 3) Total 
No. Mean S.D. S.E.m Diff. Scores 
806 2.12 1.42 .05 
S.E.d 
68 
O.R. 
.68 .07 10.46 
Trad. 772 1.44 1.19 .04 
A comparison of Synonym-Context Test scores on words 
taught by experimental lessons with words taught by tradi-
tional lessons for only the first and third weeks results in 
a critical ratio of 10.46, indicating that a significant 
difference exists at the .01 level favoring the experimental 
lessons. 
Table XVI shows the com pari son of mean Synonym-Con text 
scores on words taught by experimental lessons with words 
taught by traditional lessons for weeks two and four of the 
study • 
• 
• 
TABLE XVI 
COMPARISON OF MEAN SYNONYM-CONTEXT SCORES -
EXPERIMENTAL VS. TRADITIONAL LESSONS 
{Weeks 2 and 4) Total 
69 
Group Ho. Mean S.D. S.E.m Diff. S.E.d Scores 
Exp. 772 1.74 1.36 .05 
.24 .07 
Trad. 806 1.50 1.47 .05 
A comparison of Synonym-Context Test scores on words 
taught by experimental lessons with words taught by tradi-
tional lessons for only the second and fourth weeks results 
in a critical ratio of 3. 38, indicating that a significant 
difference exists at the .01 level favoring the experimental 
lessons. 
Analysis of Data: Synonym-Context Test Comparisons ~ 
Grade -- The Synonym-Context Test was further analyzed 
according to grade level scores and the results are reported 
in Tables XVII, XVII~ and XVIX. 
Table XVII shows a comparison of mean scores for the 
fourth grade level for (1) weeks one and three and (2) weeks 
two and four • 
c.R. 
3.38 
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TABLE XVII 
COMPARISON OF :MEAN SYNONYM-CONTEXT SCORES -
EXPERIMENTAL VS. TRADITIONAL LESSONS 
(Grade 4) 
Group No. Mean S.D. S.E.m Diff. S.E.d C.R. Scores 
Weeks 1 and ~ 
Exp. 152 2.80 1.65 .114 
1.07 .174 6.15 
Trad. 138 1.73 1.31 .112 
Weeks 2 and4 
Exp. 138 1.30 1.22 .104 
-1.08 .178 6.07 
Trad. 152 2.38 1.78 .144 
In weeks one and three, the difference of the means is 
1.07 yielding a critical ratio of 6.15 which is significant at 
the oOl level and favors the experimental group. 
In weeks two and four, the difference of the means is 
1.08 yielding a critical ratio of 6.07 which is significant 
at the oOl level and favors the traditional group. 
The investigators are at a loss to explain this. 
Table XVIII shows a comparison of mean scores for the 
fifth grade level for (1) weeks one and three and (2) weeks 
two and fouro 
TABLE XVIII 
COMPARISON OF MEAN SYNONYM-CONTEXT SCORES -
EXPERIMENTAL VS. TRADITIONAL LESSONS 
(Grade 5) 
71 
Group No. Scores Mean S.D. S.E.m Diff. s.E.d 
Weeks 1 and 3 
Exp. 300 1.71 1.62 .094 
-.495 .118 
Trad. 334 2.20 1.32 .072 
Weeks 2 and 4 
Exp. 334 1.25 .80 .044 
-.06 .086 
Trad. 300 1.31 1.28 .074 
In weeks one and three, the difference of the means 
is .495 yielding a critical ratio of 4.19 which is signi-
ficant at the .01 level and favors the traditional group. 
In weeks two and four, the difference of the means is 
.086 yielding a critical ratio of .70 which is not signi-
ficant. 
Table XIX shows a comparison of mean scores for the 
sixth grade level far {1) weeks one and three and (2) weeks 
two and four. 
C.R. 
4.19 
o70 
• 
-
• 
TABLE XIX 
COMPARISON OF :ME.AN SYNONYM-CONTEXT SCORES -
EXPERI:MENTAL VS. TRADITIONAL LESSONS 
(Grade 6) 
72 
Group No. Mean S.D. S.E.m Diff. S.E.d C.R. Scores 
Weeks l and .2 
Exp. 354 2.27 1.28 .07 
• 71 .095 7.45 
Trad. 300 1. 56 1.16 .07 
Weeks 2 and 4 
Exp. 300 1.83 1.3 5 .08 
.19 .108 1.75 
Trad. 354 1.64 1. 4l .07 
In weeks one and three, the difference of the means 
is o095 yielding a critical ratio of 7.45 which is significant 
at the .01 level and favors the experimental group. 
In weeks two and four, the difference of the means is 
.108 yielding a critical ratio of 1.75 which is not significant; 
however, the gain favors the experimental group. 
Analysis of Data: Friday Test Scores of Spelling Accu-
racy -- Tables XX through XXIII report the data for the weekly 
test scores within each grade after both traditional and 
experimental lessons have been taught. 
Table XX shows the comparison of the means of test 
73 
scores in grades four, five, and six for week one. 
TABLE XX 
SPEL.LING TEST SCORES - WEEK 1 
Grade Group No. Mean S.D. S.E.m Diff. s.E.d C.R. 
4 
4 
5 
5 
6 
6 
Trad. 66 17.44 4.26 .53 
-1.51 .83 1.83 Exp. 70 15.93 5.38 .64 
Trad. 155 16.87 5.52 .44 
-3.68 .58 Exp. 143 13.19 4.40 .37 
Trad. 130 16.90 5.00 .44 
.23 .55 Exp. 166 17.13 4.30 .33 
At the :fourth grade level the difference of the means 
results in a critical ratio of 1.83 :favoring the traditional 
techniques and is not significant. 
At the fi:f th grade level the difference of the means 
results in a critical ratio of 6.40 favoring the traditional 
techniques and is significant at the .01 level. 
At the sixth grade level the difference of the means 
results in a critical ratio of .42 favoring the experimental 
techniques and is not significant. 
Table XXI shows the comparison of the means of test 
scores in grades four, five, and six for week two. 
6.40 
.42 
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TABLE XXI 
SPElLING TEST SCORES - WEEK 2 
Grade Group No. Mean S.D. S.E.m Diff. S.E.d C.R. 
4 
4 
5 
5 
6 
6 
Trad. 66 13.65 5.86 .71 
.69 1.10 Exp. 74 14.34 7.20 .84 
Trad. 165 13.31 6.46 .50 2.50 .65 Exp. 144 15.85 5.00 .42 
Trad. 142 14.09 6.82 .67 3.15 .76 Exp. 168 17.24 4.46 .34 
At the fourth grade level the difference of the means 
results in a critical ratio of 2.24 favoring the experimental 
techniques and is significant at the .05 level. 
At the fifth grade level the difference of the means 
results in a critical ratio of 3.83 favoring the experimental 
techniques and is significant at the .01 level. 
At the sixth grade level the difference of the means 
results in a critical ratio of 4.17 favoring the experimental 
techniques and is significant at the .05 level. 
Table XXII shows the comparison of the means of the 
test scores in grades four, five, and six for week three. 
2.24 
3.83 
4.17 
TABLE XXII 
SFELtiNG TEST SCORES - WEEK 3 
75 
Grade Group No. Mean S.D. S.E.m Diff. S.E.d 
4 
4 
5 
5 
6 
6 
Trad. 67 17.56 4.58 • 56 
-.92 .82 Exp. 72 16.65 5.10 .60 
Trad. 163 16.77 4.34 .34 
.36 .44 Exp. 146 17.13 3.30 .27 
Trad. 140 17.94 4.12 .3 5 
.19 .42 E:xp. 172 18.13 3.08 .23 
At the fourth grade level the difference of the means 
results in a critical ratio of 1.12 favoring the traditional 
techniques and is not significant. 
At the fifth grade level the difference of the means 
results in a critical ratio of .82 favoring the experimental 
techniques and is not significant. 
At the sixth grade level the difference of the means 
results in a critical ratio of .45 favoring the experimental 
techniques and is not significant. 
Table XXIII shows the comparison of the means of the 
test scores in grades four, five, and six for week four. 
C.R • 
1.12 
.82 
.45 
TABLE XXIII 
SPEEEING- TEST SCORES - WEEK 4 
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Grade Group No. Mean S.D. S.E.m Diff. S.E.d C.R. 
4 
4 
5 
5 
6 
6 
Trad. 68 16.74 4.42 .54 
-.32 .87 Exp. 74 16.42 5.94 .69 
Trad. 167 16.15 4.66 .36 1.48 .47 Exp. 149 17.63 3.64 .30 
Trad. 150 17.23 4.42 .36 
.69 .47 Exp. 170 17.92 3.94 .30 
At the fourth grade level the difference of the means 
results in a critical ratio of .37 favoring the traditional 
techniques and is not significant. 
At the fifth grade level the difference of the means 
results in a critical ratio of 3.16 favoring the experimental 
techniques and is significant at the .01 level. 
At the sixth grade level the difference of the means 
results in a critical ratio of 1. 47 favoring the experimental 
techniques and is not significant • 
.Analysis of Data: Levels of L_9,. -- Table XXIV shows 
the I.Q. scores of the pupils in grades four, five, and six, 
by I.Q. levels. 
.37 
3.16 
1.47 
T.ABLE XXIV 
. I.~. SCORES IN GRADES 4, 5, and 6 
BY I.Q. LEVELS 
Grade 4 Grade 5 Grade 6 
I .Q,. level I 
120-above ••••••••• 48 51 67 
I.Q.. level II 
100-119 ••••••••••• 75 186 197 
I.~. level III 
99-below •••••••••• 22 80 63 
N = . . . . . . . . . . . . . . 145 317 327 
77 
Total 
166 
458 
165 
789 
The 789 children in this study are grouped by grade 
into three I.~. levels: Level I, 120 and above; Level II, 
100-119; and Level III, 99 and below. 
Tables XXV, XXVI, and XXVII show comparisons of mean 
scores on the initial (Form R) and final (Form S} Metropolitan 
Achievement Spelling Test for the pupils on the three I.Q,. 
levels. 
Table XXV shows a comparison of mean scores on the 
initial (R) and final {S} Metropolitan Achievement Spelling 
Test for the children with I.Q,. scores of 120 and above. 
• 
• 
• 
Test 
Initial 
Final 
No. 
166 
166 
TABLE XXV 
COMPARISON OF MEAN SCORES 
ON METROPOLITAN ACHIEVEMENT SPELLING TEST 
I.Q.. LEVEL I 
Mean 
32.06 
38.17 
S.D. 
12.05 
11.75 
.936 
.912 
Diff. 
6.11 1.30 
The critical ratio of 4.70 indicates that there is a 
78 
significant difference in spelling achievement at the .01 
level. This gain is equal to 1.2 years in terms of grade 
equivalent score, using the norms of the Advanced Battery for 
Grade seven. 
Table XXVI shows a comparison of mean scores on the 
initial (R) and final (S) Metropolitan Achievement Test, 
Spelling, for the pupils with I.Q,. scores of 100-119. 
TABLE XXVI 
COMPARISON OF MEAN SCORES 
ON METROPOLITAN ACHIEVEMENT SPELLING TEST 
I .Q,. LEVEL II 
C.R. 
Test No. Mean S.D. Diff. S.E.d C.R. 
Initial 
Final 
458 
458 
31.18 
34.74 
11.55 
12.10 
.539 
.565 
3.56 .7816 4.55 
• 
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The critical ratio of 4.55 indicates that there is 
a significant difference in spelling achievement at the .01 
level. This gain is equal to eight months in terms of grade 
equivalent score, using the norms of the AdYBnced Battery 
for Grade seven. 
Table XXVII shows a comparison of mean scores on the 
initial (R) and final {S) Metropolitan Achievement Test, 
Spelling, for the pupils with I.Q. scores of 99 and below. 
Test 
Initial 
TABLE XXVII 
COMPARISON OF ME.AN SCORES 
ON METROPOLITAN ACHIEVEMENT SPELLING TEST 
I .Q.. LEVEL III 
No. Mean S.D. Diff. C.R • 
165 
165 
21.94 
24.24 
9.70 
11.55 
• 696 
.754 
2.30 1.026 2.241 
Final 
The critical ratio of 2.24 indicates that there is a 
significant difference in spelling achievement at the .05 
level. This gain is equal to three months in terms of grade 
equivalent score, using the norms of the Advanced Battery tor 
Grade seven. 
For the three I.Q.. levels, comparisons of initial and 
final Synonym-Context scores are shown in Tables XXVIII, XXIX, 
and XXX. 
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Table XXVIII shows a comparison of initial and final 
Synonym-Context scores for the pupils with I.Q. scores of 
120 and above. 
TABLE :XXVIII 
INITIAL AND FINAL SYNONYM-CONTEXT TEST SCORES 
FOR ALL PUPILS OF I.Q. 120 AND ABOVE 
Initial Final 
20-21 1 
18-19 8 
16-17 5 
14-15 19 
12-13 l 19 
10-11 8 35 
8- 9 14 33 
6- 7 30 22 
4- 5 36 16 
2- 3 56 6 
0- 1 21 2 
N 166 166 
Mean 4.36 9.90 
S.D. 2.74 4.07 
S.E.m .213 .316 
Diff. 5.54 
s.E.d .38 
C.R. 14.54 
The mean for the initial Synonym-Context Test is 4.36 
words compared with 9.90 words for the final testing, show-
ing a mean gain of 5.54 words. The critical ratio of 14.54 
is significant at the .01 level. 
Table XXIX shows a comparison of initial and final 
Synonym-Context scores for the pupils with I.Q. scores of 
100-119. 
TABLE XXIX 
INITIAL AND FINAL SYNONYM-CONTEXT TEST SCORES 
FOR ALL PUPILS OF I.Q. 100-119 
20-21 
18-19 
16-17 
14-15 
12-13 
10-ll 
8- 9 
6- 7 
4- 5 
2- 3 
0- l 
Mean 
S.D. 
S.E.m 
Diff. 
S.E.d 
C.R. 
Initial 
2 
7 
39 
73 
163 
174 
458 
2.53 
2.08 
.097 
4.27 
.207 
20.61 
Final 
3 
3 
5 
18 
36 
55 
82 
87 
65 
68 
36 
458 
6.79 
3.92 
.183 
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The mean for the initial Synonym-Context Test is 2.53 
words compared with 6.79 words for the final testing, show-
ing a mean gain of 4.27 words. The critical ratio of 20.61 
is significant at the .01 level. 
Table XXX shows a comparison of initial and final 
Synonym-Context scores for the pupils with I.Q. scores of 
99 and below. 
TABLE XXX: 
INITIAL ~ FINAL SYNONYM-CONTEXT TEST SCORES 
FOR ALL PUPilS OF I .Q. 99 AND BELOR 
Initial Final 
20-21 
18-19 
16-17 
14-15 2 
12-13 3 
10-11 1 9 
8- 9 7 
6- 7 17 
4- 5 8 18 
2- 3 37 49 
0- 1 119 60 
N 165 165 
Mean 1.20 3.42 
S. D. 1.33 3.34 
s. E.m .104 .259 
Diff. 2.22 
S.E.d • 28 
C.R. 7.95 
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The mean for the initial Synonym-Context Test is 1.20 
words compared with 3.42 words for the final testing, show-
ing a mean gain of 2.22 words. The critical ratio of 7.95 
is significant at the .01 level. 
• 
8.3 
Informal Pupil Preference Questionnaire -- At the 
conclusion of the study, every child in the thirty-two class-
rooms was given an informal questionnaire (See Appendix, 
page 135). Each child was asked to check how he felt about 
the two ways he had studied spelling for the previous four 
week period. The questions for Part One were as follows: 
I. Of the two ways we studied spelling (please check one) 
___ I like the way we have been studying spelling 
all year best. 
I like the group way that we studied for two 
---
weeks this past month. 
___ I like both equally well • 
___ I don't particularly like either way. 
Table XXXI shows pupil preference for type of lesson 
according to grade level. 
TABLE XXXI 
PUPIL PREFERENCE FOR TYPE OF LESSON 
Grade 4 Grade 5 Grade 6 Totals 
Preference No. Per No. Per No. Per No. Per Cent Cent Cent Cent 
Traditional 27 22 5.3 19 .39 1.3 119 17 
Experimental .34 28 1.31 47 158 52 .323 46 
Both Same 49 41 82 29 91 .30 222 32 
Liked Neither 12 9 13 5 14 5 .39 5 
Total 122 100 279 100 302 100 703 100 
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In grade four, twenty-two per cent of the pupils pre-
ferred traditional, twenty-eight per cent preferred experi-
mental and forty-one per cent liked both the same with nine 
per cent liking neither. 
In grade five, nineteen per cent preferred the tradi-
tional, forty-seven per cent preferred the experimental, 
twenty-nine per cent liked both the same and five per cent 
liked neither. 
In grade six, thirteen per cent preferred the tradi-
tional lessons, fifty-two per cent preferred the experimental 
lessons, thirty per cent liked both the same and five per 
cent liked neither. 
In grades four, five, and six combined, seventeen per 
cent of the pupils preferred the traditional lessons, forty-
six per cent liked the experimental lessons, thirty-two per 
cent liked both the same and five per cent favored neither. 
The traditional and experimental lessons employed a 
different spelling task for each day of the week. Each of 
the five tasks was rated by the pupils. The attitude toward 
each was expressed by numbering the activities under a 
column head in the order in which they liked them. The 
column rating was in a descending order from one, the first 
choice, to five, the least liked of the activities. (See 
Appendix) The column rating was as follows: 
Number your first choice 1. 
Number your second choice 2. 
Number your third choice 3. 
Number your fourth choice 4. 
Number your fifth choice 5. 
Table XXXII shows the pupil rating of spelling tasks 
in traditional lessons. 
TABLE XXXII 
PUPIL RATING OF SPELLING TASKS 
IN TRADITIONAL LESSONS 
Grades 4, 5, and 6 
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Monday Tuesday Wednesday Thursday Friday 
~ Jm4. Written Trial Test Misspelled Test Rating Write 
Per Per ' Per Per Per No. Cent No. Cent No. Cent No. Cent No. Cent 
1 208 28 224 32 124 17 72 11 119 17 
2 170 24 151 21 187 27 97 14 93 13 
3 132 19 145 20 206 29 141 20 101 14 
4 119 17 103 16 132 19 187 27 132 19 
5 74 12 80 11 54 8 206 28 258 37 
Total 703 100 703 100 703 100 703 100 703 100 
The best liked activity for the traditional exercises 
was the written lesson on Tuesday with a percentage of 32. 
The least liked activity for the traditional exercises 
was the final test on Friday with a percentage of 37. 
• 
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Table XXXIII shows the pupil rating ot spelling tasks 
in experimental lessons. 
TABLE XXXIII 
PUPIL RATING OF SPELLING TASKS 
IN EXPERIMENTAL LESSONS 
Grades 4, 5, and 6 
Mondaz Tuesdaz Wednesdaz Thursda;y: Friday 
Chain Dramati- Phrase DescriJ2tive Final Test Storz zation Writins g.uestions Rating 
No. Per No. Per No. Per No. Per No. Per 
Cent Cent Cent Cent Cent 
1 163 23 307 44 109 15 102 15 88 
2 232 33 151 21 126 18 160 22 83 
3 123 16 103 15 182 26 175 25 108 
4 104 14 89 13 163 23 151 21 134 
5 81 11 61 9 123 16 115 16 290 
Total 703 703 703 703 703 
The best liked activity tor the experimental exercises 
was the dramatization on Tuesday with a percentage ot forty-
tour. 
13 
11 
15 
19 
4J_ 
The least liked activity tor the experimental e:x:erci ses 
was the final test on Friday with a percentage ot forty-one. 
Every child was asked to rate each activity of both the 
traditional and experimental exercises as either difficult or 
easy • 
• 
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Table XXXIV shows the pupil rating of traditional and 
experimental activities as either difficult or easy. 
TABLE XXXIV 
PUPiL RATING OF DIFFICULTY OF SPELLING - Lesson 3 
For Grades 4, 5, and 6 
PART A - TRADITIONAL 
Monda;y: Tuesda;y: Wednesday Thursda;y: Frida;y: 
Say and Wfiitten Trial Test Miss:eelled Test Rating Write 
No. Per No. Per No. Per No. Per !No. Per 
Cent Cent Cent Cent Cent 
Easy 637 91 587 84 576 82 616 88 514 73 
Diff. 66 9 116 16 127 18 87 12 188 27 
Total 703 100 703 100 703 100 703 100 703 100 
PART B - EXPERIMENTAL 
Monday Tuesday Wednesd~ Thursday Frida;! 
Chain Dramati- Phrase Descrtftive Final Test Rating Sto!l: zati on Writing ~ues ons 
No. Per No. Per No. Per No. Per No. 
Cent Cent Cent Cent 
Easy 616 88 638 91 538 77 577 82 5Sl 
Diff. 87 12 65 9 165 23 126 18 152 
Total 703 100 703 100 703 100 703 100 703 
In grades four, five, and six combined, a very high 
percentage of pupils found the traditional exercises easy • 
The highest rating was for the "Saying and Writing" lesson 
on Monday with a percentage of ninety-one. The most diffi-
Per 
Cent 
78 
22 
100 
• 
• 
cult of the traditional exercises was the final test on 
Friday with a percentage of twenty-seven. 
In grades four, five and six combined, a very high 
percentage of children found the experimental exercises 
easy. The highest rating was for the "Dramatization" 
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lesson on Tuesday with a percentage of ninety-one. The most 
difficult of the experimental lessons was "Phrase Writing" 
on Wednesday with a percentage of twenty-three • 
• 
CH.APTER V 
SUMMARY AND CONCLUSIONS 
The purpose of this study was to evaluate word usage 
practice techniques as compared with traditional techniques 
in teaching spelling. Two types of lessons were constructed: 
1. Traditional lessons followed generally established 
textbook procedures such as: 
a} Monday -- Say and write words 
b) Tuesday -- Study words by exercises 
c) Wednesday -- Trial test 
d) Thursday -- Study misspelled words 
e) Friday -- Column test 
2. The experimental lessons consisted of: 
a) Monday -- Chain stories 
b) Tuesday -- Dramatization of words 
c) Wednesday -- Phrase classification 
d) Thursday -- Descriptive questions 
d) Friday -- Column test 
This was a rotated study for a four week period. Each 
of the classrooms was both experimental and traditional on 
alternate weeks. The population constated of 789 children 
·in 32 classrooms. The study was conducted in eight suburban 
Boston communities and one in Rhode Island. Each teacher 
taught both of the two methods in her own class according to 
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directions set up by the writers. Comparisons were based on 
achievement, synonym-context, and weekly tests. 
The achievement of children was measured before and 
after the study with the Metropolitan Achievement Test, 
Spelling, Advanced Battery, Forms Rand S, and with an 
informal Synonym-Context Test. Weekly tests on the words 
studied were given on each Friday of the four week period. 
All tests used in the study were hand scored. 
Statistical procedures utilized for the analysis of 
data were measures of central tendency and variability, and 
critical ratios between means. The five per cent level of 
confidence was used as the level to reject the null hypothe-
sis. 
The following conclusions may be drawn from compari-
sons of scores on the total population: 
A. I.Q,. Scores 
At the fifth and sixth grade levels mean I.Q,. 
scores of 108.24 and 108.79 indicate the groups 
to be comparable. At the fourth grade level the 
mean I.Q,. of 114.76 indicates that the fourth 
grade was six points above either fifth or sixth 
grade. 
B. Spelling Achievement 
Grade level breakdown of the spelling achievement 
scores produced these results. 
• 
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At the fourth grade level comparison of means yield-
ed a critical ratio of 3.49 which is significant at 
the .01 level and this gain is equal to eight 
months as measured by the Advanced Battery of the 
Metropolitan Achievement Test, Spelling. 
Difference of mean scores at the fifth grade level 
is 1.65 which results in a critical ratio of 1.83 
which approaches significance at the .05 level. 
This gain is equal to five months in terms of grade 
equivalent on the Advanced Battery. 
At the sixth grade level comparison or means yield-
ed a critical ratio of 2.20 which is significant 
at the .05 level and this gain is equal to five 
months in grade equivalent on the Advanced Battery. 
c. Synonym-Context Test Results 
1. Comparison between initial scores of Synonym-
Context Test, Form A and Form B, administered at 
random to determine whether the forms were of 
comparable difficulty, resulted in a critical 
ratio of 2.10 which is significant at the .05 
level. Form A was slightly less difficult than 
Form B. 
2. The comparison of mean scores on the final test-
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ing on Forms A and B yielded a critical ratio or 
.76 which is not significant. 
3. Comparing initial and final mean scores on 
Synonym-Context Test, Form A, initial versus 
Form B, final, produces a critical ratio of 
16.41 which is significant at the .01 level. 
This gain is equal to 4.22 words. 
4. Comparison of final mean scores on Synonym-
Context Test, Form B, initial versus Form A, 
final, produces a critical ratio of 17.46 which 
is significant at the .01 level. This gain is 
equal to 4.33 words. 
D. Traditional Versus Experimental Scores Compared 
1. A comparison of the total Synonym-Context Scores 
between initial and final forms for all wards 
taught by the traditional techniques resulted in 
a mean difference of .954 with a standard error 
of .04 resulting in a critical ratio of 23.85 
which is significant. A compari san of total 
Synonym-Context scores between initial and final 
forms for all words taught by the experimental 
techniques resulted in a mean difference of 1.18 
with a standard error of .04 yielding a critical 
ratio of 29.50. The critical ratios were both 
significant, the higher favoring the experimental 
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techniques. 
2. Similar comparisons were made analyzing the words 
taught using the experimental lessons (either 
weeks one and three or two and four) and the 
traditional lessons (the alternate weeks of the 
above). Mean comparisons for the first and third 
weeks result in a critical ratio of 10.45 and this 
favors the experimental lessons. A similar compari-
son for weeks two and four results in a critical 
ratio of 3.38, again favoring the experimental 
lessons. 
E. Weekly Tests - Analyzed and Compared Between Experi-
mental and Traditional Lessons 
1. Week One -- Comparison of mean weekly test scores 
for fourth, fifth, and sixth grades resulted in 
critical ratios of 1.83 for fourth grade and 6.40 
at the fifth grade level, both favoring the tradi-
tional lessons. A critical ratio of .42 at the 
sixth grade level favors the experimental lessons. 
Only the fifth grade results are significant. 
2. Week Two -- Comparison of mean weekly test scores 
at the fourth, fifth, and sixth grade levels re-
sulted in critical ratios of 2.24, 3.83, and 4.17 
for grades four, five, and six respectively, all 
favoring the experimental lessons. Grade four is 
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significant at the .05 level; grades five and six 
are significant at the .01 level. 
3. Week Three -- For the third weekly test mean 
comparisons for fourth, fifth, and sixth grades 
resulted in critical ratios of 1.12 for fourth 
grade favoring the traditional, .82 for the 
fifth grade and .45 for the sixth grade, both 
favoring the experimental. No differences for 
the third weekly test are significant. 
4. Week Four -- For the fourth weekly test mean 
comparisons for the fourth, fifth, and sixth 
grades resulted in critical ratios of .37 for 
fourth grade, favoring the traditional and not 
significant; 3.16 for the fifth grade favoring 
the experimental and significant at the .01 level; 
and 1.47 for the sixth grade favoring the experi-
mental and not significant. 
F. Results According to I.Q. Levels in Achievement 
At all I.Q. levels there is a significant gain in 
achievement from the beginning of the study to the 
end. The gain in terms of grade equivalents was 
greatest at the high I.Q. level, 1.2 years, and de-
creased at Level II, .8 years, and at Level III, 
.3 years. The critical ratios of 4.70 and 4.55 at 
Level I and Level II respectively were significant 
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at the .01 level while I.Q. Level III, 99 and below,, 
made significant gains at the .05 level, as measured 
by Metropolitan Achievement Test, Advanced Form. 
G. Results According to I.Q. Levels on Synonym-Context 
Test 
For the total amount of word gain from initial to 
final testing, like the achievement test scores, 
I.Q,. Level I had the highest mean gain (5.54) which 
was 1.27 words above the mean gain for I.Q,. Level 
II (4.27). The mean gain of 2. 22 words for I .Q,. 
Level III was 2.05 words below I.Q,. Level II. 
Critical ratios of 9.90, 6.79, and 3.42 for Levels 
I, II, and III respectively are all significant at 
the .01 level. 
H. Pupil Preference Inquiry 
On the pupil preference inquiries, seventeen per 
cent of the pupils preferred traditional lessons, 
forty-six per cent liked the experimental lessons, 
thirty-two per cent of the pupils liked both types 
of lessons the same and five per cent liked neither 
type of lesson. 
The best liked activity was the Tuesday written 
lesson (thirty-two per cent); the least liked was 
the Friday final test (thirty-seven per cent). 
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For the experimental lessons, the best liked activi-
ty was dramatization on Tuesday (forty-four per 
cent); and the least liked was the Friday test 
(forty-one per cent). 
The pupil rating difficulty of spelling lessons 
shows that seventy-three per cent of the children 
consider the traditional lessons easy. Seventy-
eight per cent of the children consider the experi-
mental lessons easy. 
Suggestions far further study. As a result of the 
findings of this stuqy, the following suggestions indicate 
future studies that would produce useful information. 
1. To evaluate each of the experimental techniques 
used by determining the relative power of dramati-
zation, of chain stories, of phrase classification, 
and of word meaning exercises resulting in greatest 
transfer. 
2. To increase the number of weeks allotted for this 
study. 
3. To construct mterials similar to those in the 
study that will be particularly suited to each one 
of the grade levels. 
4. To use the experimental techniques of this study 
in different rotating plans on a daily basis. 
• 
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5. To determine whether word usage practice is better 
sui ted to the slow or rapid learner by seeking the 
relation of daily performance in each experimental 
technique to the various I.~. levels. 
6. To determine the effectiveness of the experimental 
techniques by changing the number of children 
participating in each of the daily groupings. 
7. To determine the adaptability of each experimental 
technique to individual levels, progress rates, and 
special needs in spelling • 
BIBLIOGRAPHY 
• 
• 
98 
BIBLIOGRAPHY 
Almack, J. c., and E. H. Staffelbach. "Related Factors in 
Spelling Method," Elementary School Journal, 34:273-285, 
December, 1933. 
Catterall, Margaret M. "An Evaluation of the Effectiveness 
of Spelling Enrichment Exercises as an Aid to Learning 
and Retention in Grade 7." Unpublished Master's thesis, 
Boston University, Boston, 1957. 
Clough, Vida s. "An Analysis of Mental Imagery in Children's 
Silent Reading." Unpublished Master's thesis, Boston 
University, Boston, 1943. 
Cooper, Jane W. "Developing Spelling Ability Through Indi-
vidual Vocabulariest '' Elementary English, 28:286-289, 
May, 1951. 
Curtis, H. A. , and E. W. Dole h. "Do Spelling Books Teach 
Spelling?" Elementary School Journal, 39:591, April, 
1939. 
Dolch, Edward W. Better Spelling. Champaign, Illinois: The 
Garrard Press, 1942. 
Durrell, Donald D. Improving Basic Reading Abilities. New 
York: World Book Company, 1940. 
-------· Improving Reading Instruction. Yonkers: World Book 
Company, 1956. 
Fitzgerald, James A. A Basic Life Spelling Vocabulary. 
Milwaukee: The Bruce Publiiif:ng Company, 1951. 
----~-· "Children's Experiences in Spelling," Children~ 
~ Language Arts, Virgil E. Herrick and Leland B. Jacobs, 
eds. Englewo~liffs, New Jersey: Prentice-Hall Company, 
1955. 
• The Teaching .Q!. Spelling. Milwaukee: Bruce Pub-
---=l""':'i-sh'ing Company, 1951. 
Foran, Thomas G. The Psychology and Teaching .2!. Spelling. 
Washington, D. C.: Catholic Education Press, 1934. 
Gates, Arthur I. A List of Spelling Difficulties in 3876 
Words. New York~reau of Publications, Teachers 
College, Columbia University, 1937. 
• 
----.--· "Developing the Basic Spelling Techniques in the 
Language Arts Program," Education, 76:275-279, January, 
1956. 
, and David Russell. Diagnostic and Remedial Spell-
----~in_g_ Manual. New York: Bureau of Publications, Teachers 
College, Columbia University, 1940. 
Geyer, Ellen M. "How Many Spelling Demons Are There?" 
English Journal, 33:433-436, October, 1944. 
Greene, Harry A. The~~ Spelling Seale. Iowa City, 
Iowa: Bureau o~ducational Research, State University 
of Iowa, 1954. 
99 
Hildreth, Gertrude. "Interrelationships Among the Language 
Arts," Elementary School Journal, 48:538-549, June, 1948. 
----~-· Learning the Three R's (2nd ed.). Philadelphia: 
Educational Publishers, Inc7, 1947. 
---=--· "Spelling as a Language Tool," Elementary School 
Journal, 48:33-40, September, 1947. 
--~:--• Teaching Spelling-A Guide ]£ Basic Principles and 
Practices. New York: Henry HOlt and Company, 1955. 
• mword Frequency as a Factor in Learning to Read and 
----s~p--el·l,~ Journal£! Educational Research, 41:467-471, 
February, 1948. 
HollingWorth, Leta s. The Psychology of Special Disabilit~ 
in Spelling. Teachers College Contributions to Education, 
NO. 88. New York: Teachers College, Columbia University, 
1918. 
Horn, Ernest. "Phonetics and Spelling," Elementary School 
Journal, 57:424-432, May, 1957. 
----~-· Teaching Spelling. Washington, D. c.: National 
Education Association, 1954. 
----~~· "The Incidental Teaching of Spelling," Elementary 
English Review, 14:3-5, January, 1937. 
----~~· and Henry J. Otto. Spelling Instruction-A Curriculum 
Wide Approach. University of Texas, Austin, 1934 • 
• 
• 
100 
Johnson, Eleanor M. "Two Key Factors in Spelling Success," 
Education, 76:271-274, January, 1956. 
Keyser, Margaret L. "Incidental Learning of Spelling." Un-
published Doctor's dissertation, Boston University, 
Boston, 1948. 
Lloyd, Fern. "An Evaluation of the Effectiveness of Word 
Meaning Lessons on the Learning and Retention of Spell-
ing Words in Grade III." Unpublished Master's thesis, 
Boston University, Boston, 1956. 
McKee, Paul. Language in the Elementary Schools. Boston: 
Houghton Mifflin Company, 1934. 
McKim, Margaret G. Guiding Growth in Reading in ~ Modern 
Elementary School. New York: Macmillan Company, 1955. 
McSweeney, Miriam J. "Word Usage Techniques in Spelling•" 
Unpublished Doctor's dissertation, Boston University, 
Boston, 1959. 
Monroe, Marion. Children Who Cannot Read. Chicago: 
University of Chicago Press, 1932:---
Nichols, Augusta M. "The Meaning, Analysis, and Correction 
of Spelling Difficulties," Elementary School Journal, 
50:154-161, November, 1949. 
Nolde, Ellenjarden. "Classroom Spelling-Experimental Notes," 
English Journal, 38:279-281, May, 1949. 
Parke, Margaret B. "A New Look at Spelling," Elementary 
English, 32:101-109, February, 1955. 
Patton, David H., and Eleanor M. Johnson. Shelling For Word 
Mastery. Teacher's Manual. Columbus, 0 io: Charles E. 
Merrill Books, Inc., 1956. 
Porterfield, Austin L. Creative Factors in Scientific Re-
search. Durham: Duke University Press, 1941. 
Reddy, Katherine F. "An Analysis of Spelling Errors of Ten 
Sixth Grades in Communities Suburban to a Metropolitan 
City." Unpublished Master's thesis, Boston University, 
Boston, 1949. 
Rinsland, Henry D. A Basic Vocabulary of Elementary School 
Children. New York: The Macmillan Company, 1945. 
----· "Readiness for Spelling," Elementary English 
Review, 27:189-191, March, 1950. 
101 
Russell, David H. 
Contri bu ti ons 
Publications, 
1937. 
Characteristics of Good ~ Poor Spellers. 
to Education, No. 727. New York: Bureau of 
Teachers College, Columbia University, 
Russell, David H. "Spelling Ability in Relation to Reading 
and Vocabulary Achievements," Elementary English Review, 
23:32-37, January, 1946. 
Seegers, J. Conrad. "Recent Research in Vocabulary Develop-
ment," Elementary English Review, 23:61-68, February, 
1946. 
Shane, Phyllis J. "Spelling," American Childhood, 35:11, 
February, 1950. 
Shumway, Frances B. "An Analysis of Sixth Graders' Ability 
to Spell Unstudied Words." Unpublished Master's thesis, 
Boston University, Boston, 1949. 
Singleton, Carl ton M. "Imagery: Measurement and Analysis." 
Unpublished Doctor's dissertation, Boston University, 
Boston, 1954. 
Spache, George. "Spelling Disability," Journal of Educational 
Research, 34:561-586, April, 1941. 
Spache, George. "What's Wrong With Our Teaching of Spelling?" 
Education, 76:296-299, January, 1956. 
Stagner, Ross, and T. F. Karwoski. Psychology. New York: 
McGraw-Hill Book Company, Inc., 1952. 
Stegeman, William H. "That Spelling Problem Can Be Licked," 
American School Board Journal, 118tl9•20, February, 1949. 
Street, Roy F. "Improving Spelling," Progressive Education, 
13:237-239, April, 1936. 
Strickland, Ruth G. The Language Arts in the Elementary 
School, second edition. Boston: D.-rr. Heath and Company, 
1951. 
Tidyman, Willard F., and Marguerite Butterfield. Teaching 
the Language Arts. New York: McGraw-Hill Book Company, 
Inc., 1951. 
Boston University 
School of Education 
Library 
• 
102 
Towle, Carolyn. "Again It's Spelling," Junerican Childhood, 
37:17, May, 1952. 
Tuttle, Florence Piper. ·~at Are Your Spelling Results? 
Why?" American Childhood, 36:12-13, November, 1950. 
Wenzel, Evelyn. "Common Sense in Spelling Instruction," 
Elementary English, 25:514-520, April, 1948. 
Woody, Clifford. 
Experience as 
ing," Peabody 
1938. 
"Attempts at Measurement of Meaningful 
a Factor Conditioning Achievement in Read-
Journal of Education, 16:190-191, November, 
Zyve, Claire. "What Methods Are Better?" Research in the 
Three R's, c. w. Hunnicut and W. J. Iverson, eds. New 
York: Harper and Brothers, 1958 • 
APPENDIX 
WORD LISTS AND INTRODUCTORY STORIES 
USED IN BOTH TRADITIONAL AND EXPBRIN~NTAL LESSONS 
103 
Word List For The Spelling Lessons 
*1. aches 26. distinct *51. nervous 76. twelfth 
*2. adventure 27. drawer *52. o'clock 77. unexpectec 
). anchor 28. efficient 53. occupied *78. wrapped 
*~t. answer *29. excited. 54. odor 79. wrinkled 
*5. &11XiOUS *30. excused *55. opposite *80. written 
6. apology *31. exhibit 56. patience 
7. approached )2. explanation *57. permission 
8. audience 33. familiar *58. pleasant 
9. awkwardly *34.. finished *59. quiet 
*10. believe *35. foreign *60. receive 
*11. 'bridge 36. generous *61. route 
12. briet 37. gorgeous 62. ruined 
*13. business *38. guide *63. scenery 
*14. calendars *39. heavy 64-. schedule 
15. canceled ItO. hoarse 65. schemed 
*16. celebrate 41. ilBDI.ense *66. secretary 
*17. certainly 42. interrupted 67. seized 
*18. clothes 43. invention 68. sensible 
*19. college *q.J.,. kept *69. several 
*20. ooJIIJilittee 45. leisurely 70. superiar 
21. convenien-t; *46. machinery 71. t•porary 
22. delicious 47. marvelous 72. thorough 
*23. dined. *48. mountains *73. through 
2J... disappeared *49. museum 74.. tongue 
25. discourage *50. necessary *75. touch (ed) 
* Wards are contained in: James A. Fitzgerald, A Basic Lite 
Spelling Vocabulary, The Bruce Publishing Company, iliiwaukee, 
1951, pp. 56-127. 
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GUIDE FOR TEACHERS PARTICIPATING 
IN THE SPELLING STUDY 
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Guide For Teachers Participating in the Spelling Study 
The purpose at this study is to initiate and evalua'e word 
usage practice techniques in teaching spelling for greater 
transfer tc use and to compare them with tracli tional methods 
or teaching spelling. 
The plans for this study are as follows: 
1.) All materials, with the. exception or spelling paper, will 
be furnished. 
2.) Two types or spelling lessons, traditional and word usage 
practice, are to be taught in the participating classrooms 
on alternate weeks ror the period of a month. All pupil 
participants will act as both control and experimental 
groups during the perioi or the stuiy. 
3.} All children, whether experimental or control, will receive 
the identical words for study during any one week. These 
will be presented both in a column and in story form with 
the words underlined. 
~.} Two tests will be administered before the beginning of the 
stud.y: 
A. Synony.a-context test - pupils are asked to write single 
words obtained from underlined synonyms in a contextual 
setting with no other clues available. 
B. Column test - to determine current spelling achievement. 
5.) Despite the fact that traditional lessons are furnishe4, 
teachers are urged to follow the general pattern for 
spelling study that has been followed heretofore in the 
school year. 
6.) Friday is test day each week for all groups. 
?.) The participating classrooms will be divided into~ 
groups and designated as Classrooms A and Classrooms B 
for the period or the study. 
Classrooms A will have the following schedule: 
Week of: 
Feb. 15-Feb. 19 - Traditional Spelling Lessons (lT) 
Feb. 29-Mar. ~ - Experimental Lessons (2E) 
Mar. 7-Mar. 11 - Traditional Lessons (JT) 
Mar. 1~-Mar. 18 - Experimental Lessons (~E) 
--
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Guide lor Teachers Participating (continued) 
Classrooms B will have the following schedule: 
Week 
Feb. 
Feb. 
Mar. 
Mar. 
of: 
15-Feb. 
29-Mar. 
7-Mar. 
14-Mar. 
19 - Experimental Spellins Lessons 
4 - Traditional Lessons {2T) 
ll - Experimental Lessons (3E) 
18 - Traditional Lessons (4T) 
{lE) 
8.) Traditional lessons have the following pattern: 
Monday - Say and write words after reading story. 
Tuesday - Studying words; exercises provided. 
Wednesday - Trial test • 
'f.b.ursday - Study misspelled wards. 
Friday - Final test. 
9.) Experimental lessons have the following pattern: 
Monday - Chain stories: 
Tuesclay -
Wednesday 
Thursday -
Aimed at familiarizing students with words and 
having them use words in different contextual 
settings from the original stories while writing 
them. 
Dramatization: 
Aimed at associating much imagery with the words. 
The person who acts out each word is toreed to 
use his imagination in order to present the word 
quickly to the m•bers of his group. The persons 
guessing the word must use imagination in order 
to ferret out all possibilities from the spelling 
list and decide on the correct one. Again, each 
child gets writing practice. 
- Phrase Classification: 
Aimed at narrowing the use of the words under 
predetermined classifications or high interest 
to children. Each child is responsible tor 
writiBs. 
Descriptive Sentences: 
Aimed at having the pupil d1 so over the wori 
from the description of its most common mean-
ing included in a question. As an individual 
written exercise, it differs tram the gro•p 
work of the week and is preparation tor tb.e 
testing of the following day. 
Friday - Testing: 
For a column test, dictate a word, give a sen-
tence using that word, and prQnounce the word again. 
• 
LESSON I 
odor 
drawer 
tongue 
awkwardly 
brief 
aches 
discourage 
nervous 
ruined 
apology 
written 
exhibit 
business 
generous 
receive 
permission 
anxious 
twelfth 
approached 
believe 
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A SECOND CHANCE 
Bob rushed around his room getting ready for 
school as the ~ of pancakes drifted in from the 
kitchen. He turned to grab his shirt and hit his 
knee on an open drawer. In the excitement he bit 
his tongue. He limped awkwardly to the bed where 
he sat for a brief time until his aches and pains 
were gone. "Gosh", he thought, "all this is enough 
to discourage a guy!" 
It was a bad morning and Bob was nervous about 
the rest of the day being ruined. He kept wondering 
if the teacher would accept his apology for not 
having written his homework paper on the model air-
plane exhibit. He knew that neglecting homework 
was risky business with Miss Pearson, who could be 
quite generous with her punishments! 
He wondered how he could eYer receive permission 
from his Dad to go on the weekend scout trip now with 
all this trouble. His anxious feelings grew, and for 
the twelfth time that morning, he tried to be brave. 
As he approached school, he saw groups of stu-
dents standing around and talking. Jim yelled over 
to him, ·~ey Bob, guess what! The furnace boiler 
broke down! There's no heat in the classrooms and 
we have the day off while it's being fixed! Whoop-ee!" 
Bob couldn't believe his good luck. He turned 
Lesson I 
• 
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A Second Chance (continued) 
and started home. Jim and the rest of the fellows 
cried, ~eet you down at Fisher's Pond for some 
skating!" 
Bob laughed as he answered, "Sorry boys. I've 
got a job to do! I'm not missing this chance to 
get out of trouble. But, I bet I'll see you all on 
the scout trip, for sure!" 
• 
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LESSON II OCTOPUS RACES 
familiar Every summer Jimmy liked to see the familiar 
superior sight of sailboats racing in the hometown harbor. 
efficient Some of his friends, who were superior sailors, 
committee had a chance to show how efficient they were in 
schemed handling their crafts. A committee schemed and 
immense planned to make the races an immense success. A 
audience large cheering audience occupied places along the 
occupied coast, to watch the boats as they leisurely reached 
leisurely the starting line. The colored sails made a 
gorgeous 
scenery 
distinct 
opposite 
touched 
finished 
anchor 
gorgeous sight against the beautiful scenery. The 
sounding of the starting whistle was heard distinctly. 
As the racers came into view the watchers be-
came more excited. Jimmy saw a set of red sails in 
the lead for a short time, but then, one of the boats 
from the opposite side took the lead. As it did, a 
large wave tipped the boat so that the skipper al-
temporary most touched the water. However, the boat righted 
celebrate itself and sailed ahead to victory. The race was 
certainly finished! The "Octopus" had won the cup for the 
pleasant fifth time. As the skipper dropped anchor, the 
crowd stood in temporary silence, before bursting 
into cheers to celebrate the victory. This event 
was certainly a pleasant experience • 
• 
LESSON III 
adventure 
calendars 
patience 
college 
m.arvele>us 
unexpected 
canceled. 
necessary 
seheclule 
convenient 
kept 
o'clock 
guide 
route 
mountains 
dined 
delicious 
clothes 
heavy 
hoarse 
109 SKI WEEKEND 
A week-end ot winter sports was a new !!-
venture tor John and his friends at Glendale 
Junior High School. They had been checking ott 
dates on their calendars while they waited with 
great patience. Most boys and girls bad to wait 
until they were in college tor such a marvelous 
week-end. However, an unexpected thaw caused 
great alarm uong the pupils as they teared the 
trip might be canceled. 
At last the great day arrived. All the 
necessarz preparations were finished; even the 
schedule was checked. As the pupils gathered at 
a convenient place in the bus station, they 
watched the skies tor snow clouds and also kept 
an eye on the thermometer in hope ot more snow 
and colder weather. 
Promptly at tour o'clock, they started with 
their guide on the route to the mountains. They 
arrived at the lodge where they dined on a 
delicious meal. 
The next morning they awakened bright and 
early ready for a day ot skiing tun. They dressed 
in their warm ski clothes and started for the ski 
slopes. John, the loudest and most enthusiastic, 
led the group to the top ot the first slope • 
Swish% He was ott! Oh, ohl The trail goes 
Lesson III 
• 
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Ski Weekend (continued) 
lett, but poor John just couldn't make the 
corner. Wham! That tree was certainly solid! 
Everybody tried to rush to help him up, but 
what contusion, with one tumbling over the 
other! They finally reache4 him only to dis-
cover that his heavy clothing had protected 
him. 
Laughit¥J and singing they returned to the 
lodge, happy but hoarse • 
• 
LESSON IV 
several 
museum 
foreign 
invention 
explanation 
excused 
answer 
excited 
secretary 
interrupted 
seized 
machinery 
disappeared 
quiet 
through 
sensible 
thorough 
bridge 
wrapped 
wrinkled 
lll 
THE THEFT 
Jerry and Danny had visited several rooms 
at the new science museum before they found the 
foreign invention which had been loaned to the 
museum for a few weeks. The explanation of its 
use was written on the label, but it was just 
too hard to understand so they decided to ask 
the guard about it. The-y excused themselves, 
then said, ~ould you please tell us about that 
invention in the other room?" Just as the guard 
started to answer their many questions, an~­
cited secretary interrupted their conversation 
shouting, "Stop that man! He just seized the 
machinery which operates that foreign invention." 
Even as she spoke, the man disappeared around 
the corner of the room. 
The quiet of' the museum was shattered. 
Everyone was running back and forth, through 
one door and out the other. Where could he have 
gone? There was no sensible answer here, so the 
boys decided to make a thorough search behind 
the museum down by the old bridge. At first 
they found nothing except some old cans wrapped 
in wrinkled newspapers. But suddenly a movement 
in the shadows caught their attention. It was 
the thief! When he ~aw that they noticed him, 
• 
Lesson IV 
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The Theft (continued) 112 
he started to run away. In his haste he struck 
his arm and dropped the machinery right there. 
Jerry and Danny carefully picked up the pieces 
and returned them to the museum. Heroes at 
last! 
TRADITIONAL SPELLING LESSON 
TEXT-TYPE MATERI .ALS 
• 
SPELLING LESSON I 113 
A. Say and write your words 
B. Studying your words 
1. Write the new words that have the vowels i e together. 
brief' believe 
2. Write the words with a short i sound. 
ruined written exhibit 
3. One of' the words has an OR ending and one has an ER 
ending. Write these two words and circle the word 
ending in OR. 
odor drawer 
4. write the spelling words for the following: 
(tung) 
(b'!z'nes) 
(iiks) 
tongue 
business 
aches 
5. Write the past tense forms or ruin and approach. 
ruined approached 
6. Write the words ending in ous. 
nervous generous anxious 
7. Write apology and written. Write them as -ing words. 
apology 
written 
- apologizing 
writing 
8. After eleventh comes twelfth • 
9. Write the words in which the ~ sound is spelled aw. 
drawer awkwardly 
C. '!'rial '!'est 
D. 1. Study misspelled wards. 
2. '!'he dictionary can be divided into f'our almost equal 
parts: 
(1) a b o d 
(2) e f' g h i j k 1 
(3} m n o p q r 
(4) S t U V W X Y Z 
• 
• 
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Spelling Lesson I (continued) 
Write the words in this lesson that are found in the first 
quarter of the dictionary. Write them in alphabetical 
order. 
E. Final Test 
aches 
anxious 
apology 
approached 
awkwardly 
believe 
brief 
business 
discourage 
drawer 
• 
SPELLING LESSON II 
A. Say and write your words 
B. Studying your words 
1. Write the words ending in ed. 
touched 
finished 
2. Write family and familiar. 
family 
). Write an antonym for inferior. 
superior 
schemed. 
occupied 
familiar 
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4. Write the word immense. Write another word ending 
with the same sound. Circle the last four letters of 
each. 
audi€£!> 
5. We double the consonants in many words although we hear 
the sound of only one. Write the words with doubled 
consonants and circle them. 
e@eient 
i@Pnse o€fupied 
c~e 
ot?iosite 
6. Write the words ending with the suffix -ly. 
leisurely certainly 
?. Write the adjectives with -ous and -ary suffixes. 
gorgeous temporary 
8. Find a word meaning the same as the following: 
C. Trial Test 
fix firmly 
clear 
pleasing 
D. 1. Study misspelled words 
anchor 
distinct 
pleasant 
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2. The school dictionary uses many abbreviations to give 
information about words. Here are the names of the 
parts of speech. Write the abbreviations for each 
word. 
a. noun !!..!.__ 
b. pronoun ~· 
c. adjective ~ 
d. verb v. 
e. adverb adv. 
r. preposition ~raj. 
g. conjunction con • 
h. interjection nterj. 
E. Final Test 
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SPELLING LESSON III 
A. Say and w r1 te your words 
B. Studying your words 
1. The -ous and -ent are common adjective suffixes. Write 
the words in which you find them. 
marvelous convenient 
2. A common ending for nouns is -ture, usually pronounced 
cher. Write the -ture words in the list. Write the 
plural of this word. 
adventure adventures 
3. Calendar is often misspelled by writing e instead of a 
before the r. Write calendar and its plural for.m. 
calendar calendars 
4. Write two words ending with the suffix -ed. 
une!}2ecte4 canceled. 
5. Write the adjective patient. Change it to a noun and 
write this word. 
;eatient either ;eatient or J2atience 
6. Find the wards with double consonants and write them. 
Circle the double consonants. 
ccGege neceH\u:z 
7. The oh sometimes spells the k sound. Write the word. 
in which it does. Change it to an -ing word. 
schedule scheduling 
8. Find the words on the list ending in silent e. 
adventu.re patience college schedule 
guide route hoarse 
9. Change the verb clothe to a noun by adding an s. 
clothes 
• 
• 
• 
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Spelling Lesson III (continued) 
10. Write the term used in telling time. 
o'clock 
11. Write the past tense of the word dine. 
dined 
12. Write tb.e word mountain and write the plural form also. 
mountain mountains 
13. Write the form of the verb keep in the past tense. 
kept 
14-. A word used to tell of a great weight. 
heavy 
c. Trial Test 
D. 1. Study misspelled wards 
2. Find the words that are in the first quarter of the 
dictionary. Write them in syllables. 
ad ven ture 
oal en dar 
col lege 
can eeled 
con ven ient 
dined 
de li eious 
clothes 
E. Final Test 
• 
SPELLING LESSON IV 
A. Say and write your words 
B. Studying your words 
1. Write the spelling words 
{kwl 1et) 
(m.U. ze1 um) 
(:ror 1 tn) {thur o) 
:for the following: 
quiet 
museum 
:foreign 
thorough 
2. Write the wards with double consonants. 
interrupted disappeared wrap peel 
3. Three o:r the words begin with the prefix -ex which 
means "out". Write the words. 
explanation excused excited 
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4. We often change the y to i before adding es to form 
plurals o:r nouns ending in y. Writ·e the singular and 
plural o:r secretary. 
secretary secretaries 
5. The suffix -tion changes the verb form to a noun. 
Write the words ending in -tion. 
invention explanation 
6. One o:r the words means: in at one end and out the other. 
It is not spelled the way it sounds. write this word 
twice. 
through. 
7. Write the words that end in -ed but are not double 
consonant words. 
excused wrinkled seized excited 
8. Write machine. Add -ry to machine. What is the sound 
ch usually s pella? What sound does ch spell in these 
words? 
machine machinery 
{ch 
(or 
(k 
) 
sb) 
) 
Spelling Lesson IV (continued) 
9. write synonyms from the list for these words. 
C. Trial Test 
reply 
many 
connect 
D. 1. Study misspelled words 
answer 
several 
bridge 
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2. A word with more than one syllable has an accent mark 
like this: fun'ny. The mark tells which syllable should 
be said with the most force. Write these words showing 
the accent marks. 
I 
quiet qui et 
I 
museum mu se um 
sensible sen'ai ble 
e:xpl ana ti on I ex pla na tion 
foreign I tor eign 
I 
machinery ma chin er y 
E. Final Test 
EXPERI1rENTAL SPELLING LESSON MATERIALS 
• 
• 
CHAIN STORIES - Monday 121 
Directions to Teachers: 
Chain stories are formed oy selecting a word from a list, 
putting it into a sentence, and linking a series of these 
sentences together in any order that will finally result in a 
sensible sequence of ideas. This technique, often used with 
many variations, should allow tor the tree choice ot the word 
order used within a given list. The procedure for accomplish-
ing this follows: 
1.) A class should be divided into groups of five pupils 
each by any convenient method, disresardins-ibility. 
2.} !!!.!!! child in the class should have a sheet ot paper .• 
3.) Each chil4 in the class should have the weekly list 
ot spelling words (on the introductory story sheet). 
~.) The initial presentat~on of chain stories should be 
danonstrated with the whole class. 
A. Using the current week's word list, ask one child 
to select a word for use in a sentence that will 
begin a story. 
B. As the sentence is given, all pupils skim their 
own printed lists and attempt to recognize the 
word in context. If so, they immediately write it 
on papers. It th•re is no recognition, the word 
alone may be repeated. 
c. Another child, as a volunteer, then chooses another 
of the spellingwor4s to include in a sentence 
which will continue naturally the thought started 
by the first one. All pupils again write the one 
word. 
D. This process of choosing words and adding sentences 
should be continued for two or more words with the 
whole class. ---
E. During this time, all pupils will have written the 
four or more spelling words in a list. Have pupils 
check off words when each has been use4. 
5.) For the remainder of this lesson and during the whole 
time ot succeeding "chain story" lessons, the story 
will be continued by the pre-selected. ~ups ot five, 
each child taking a turn at selecting any word frODt 
the list to make a sentence that tits. The other four 
pupils proceed to write the words embedded in the 
sentence as each is said. 
• 
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Chain Stories - Monday (continued) 
6.) When all or nearly all the words have been checked ott (i.e. used in sentences orally and written on own list), 
the members ot each group should start at the top of 
the list to recall the whole story from. the words as 
closely as possible. This should be done within the 
group. 
7.} The stories, while starting at the same point,tre-
quently conclude in wildly differing ways. The first 
time this technique is used, a brief sharing of' the 
endings by recalling the sentences of' the last tive 
words on the lists is a useful and interesting review 
tor the whole class. This is true because the begin-
ning of' the stories was a common experience. 
8.) Finally, as the groups work, observation by the teacher 
will be needed for: 
A. Making certain sentences are torming a reasonable 
story. 
B. Making certain every pupil is writing the new 
spelling words used. 
0. Finding what words trom the twenty have not or 
cannot be used in the story • 
• 
l2J 
INITIAL INTRODUCTION OF DRAMATIZATION TO CLASS* (2-3 minutes} 
'l'uesday 
Preparation: Teacher have these words on board: journey 
medicine 
pretty 
curious 
column 
1. Teacher announces a new kind of spelling lesson. 
Teacher: "Class, today we are going to do something 
different and interesting with our spelling 
words. We are going to act them out!" 
2. Teacher gives background on "acting out". 
Teacher: WHave you ever had a bad cold and couldn't 
talk, and yet had something to tell someone? 
Maybe you had to act out what was on your 
mind. Perhaps you have even played a game 
called Charades, where you must act out 
certain things and pretend you are doing 
them, while others have to guess what you 
are doing. I •m sure you have read about 
people who do not speak the same languaae, 
and must tell one another something with 
signs, motions, and actions. Think of the 
pioneers meeting the friendly Indians. Can 
you imagine how acting out words may have 
helped them?" 
3. Teacher shows how to act out spelling words. 
Teacher: "Let me show you how we can act out our 
spelling words. On the board are five 
words: journey, medicine, pretty, curious, 
column. See if you can guess what word or 
words I will act out." 
Teacher looks quizzically at an imaginary medicine bottle, 
unscrews the top, pours some into an imaginary teaspoon, 
tastes it, and makes a face to indicate its unpleasant taste. 
Teacher: "Now, what two words did you see while I 
acted? Right! They were curious and 
"=medicine% Now watch again." '""'" 
Teacher pretends to pack a suitcase, force the top down, close 
andlock it, pick it up, wave goodbye, get into oar, and drive 
away. 
Teacher: "What word did I pretend to do this time? 
Right! It was journey. 
Now, do you think you can find some words on 
your list to act out for each other? 
•This ~~sson plan should introduce the idea of dramatization of spelling 
word~will be introduced only once, preceding the actual dramatization 
lesson. 
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DRAMATIZATION Tuesday 
Preparation: Teacher provides each pupil with: one sheet of 
paper. 
one spelling 
list. 
pencil. 
1. Teacher gives directions and puts the class into groups of 6. 
Teacher: "I am going to let you work together in groups so 
that you may give one another ideas on acting out 
the words on your list." 
Teacher divides the class into non-ability groupings. 
Children take their materials and sit in designated groups. 
Teacher: "Now think a minute of a word or words on your list 
to act out for your group. Then ask your group 
to watch you as you do your acting out. See if 
they can guess the word(s). I am going to appoint 
group leaders who will n:ake sure that each person 
in the group will take turns acting out the words, 
and that all the words will be acted out." 
Teacher appoints a leader in each group. 
Teacher: "When you guess the words being acted out by one in 
your group, write them down quickly on your paper, 
checking with your list for correct spelling. 
Then read them to the one acting, and see if your 
guesses were right." 
2. Groups work on acting out and guessing the listed words, as 
teacher walks about room, ·olaserving each group and helping 
them to follow directions When necessary. 
). Teacher will later check on words each child has written. 
• 
• 
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DIRECTIONS FOR CLASSIFYING SPELLING WORDS INTO PHRASES 
DIRECTIONS TO TEACHERS - Wednesday 
This exercise is planned to give the children opportunity to 
develop imagery around words. The children are to write 
words in phrases to show that they understand the meaning ot 
each word. The situations have been selected so that each 
phrase may be placed appropriately under one of them. For 
example, these might be the situations: 
Moving Day A Letter in the ~1 Learning to Swim 
!21!.= 
1. The children are to w,rite phrases, not sentences · 
tor each word. 
2. Each group of children proceeds at the group rate 
ot progress. 
DIRECTIONS FOR THE LESSON 
1. Divide the class into groups of three - disregarding ability. 
2. Each child in a group is given a sheet of lined paper. 
3. Each group of three, working together, numbers ott in threes, 
i.e. 1, 2, 3 • 
4. For each group, the children who are No. One (1) write Title 
One at the top of their papers. Children No. Two (2) write 
!I"ile 'rwo at the top ot their papers, and the No. Threes (3) write Title Three at the tops of their papers. 
1. Moving Day 2. A Letter in the Mail 3. Learning to Sw1 m 
-
5. The child who has written the title will be the writer tar the 
phrases that go with that title. The other two children in his 
group will suggest the phrases to him. Each of these phrases 
must include one or more of the spelling words on the list to 
the left of the titles. For example: Child No. One has Title 
No. One, "Moving Day" at the top ot his paper. Now the other 
two children in his group suggest phrases that fit this title. 
Child No. One writes them • 
125 
Directions tor Classifying Spelling Wo~ds into Phrases (continued) 
6. Caild No. Two (2) then writes the phrases tor Title Two 
on a paper.that he had headed "2. A Letter in the Mail", 
while the other two group aaabers dictate their chosen 
words in meaningful phrases. 
1. Child No. Three (3) then writes the phrases tor Title 
fhree, "Learning to Swim.", while the other children in 
the group suggest the phrases. 
1 
Writes hrases 
tor Ti 1 No. 1 
1 
Suggests Phrases 
2 
Suggests 
Phrases 
3 
Suggests 
Phrases 
2 
Writes Phrases 
tor Title (2) 
3 
Suggests 
Phrases 
2 
Suggests 
Phrases 
3 
Writes 
Phrases 
tor Title(3 
Each group ot children may choose any three different titles tram 
one week's phrases 
1st Week 2ncl Week: 
1. Moving Day 1. Studying the Stars 
2. A Letter in the Mail 2. An Interesting Visitor 
3. Riding on a Magic Carpet 3. Planning a Play 
4.. Learning to Swim q.. A Magic Telescope 
5. A Valentine Surprise 5. Adventures ot a Perry Snow 6. A Ride on a Roller Coaster 6. In the Silence of the 
7. Dennis the Menace 7. Lite With Riley 
s. The Tbree Stooges s. Wagon Train 
9. Maverick 9. Father Knows Best 
10. T. V. Western 10. A T.V. Detective Shaw 
11. A Basketball Game 11. A Football Gaae 
12 • A Fairy Tale 
3rd Week l,.th Week 
1. Lost in a Boat 1. A Picnic 
2. A Night Telephone Call 2. Mountain Climb 
3. Mak:i ng Cost um.e s 3. In a Hurricane 
;.. Lost in a Cave 4.. A Magic Ring 
5. Locket in a Deserted House 5. A Fire in the Night 
6. A Circus Fire 6. The Wind's Secret 
7. Donna Reed Show 7. Texas Joan Slaughter 
8. Ozzie and Harriett 8. Leave it to Beaver 
9. liiit leman 9. Danny Thomas Show 
10. A Cavalry Show 10. T.V. Musical Show 
11. A Baseball Game 11. A Hookey Game 
12. A T.V. War Story 12. A T.V. Alaskan Show 
WORD MEANING EXERCISES - Thursday 
DIRECTIONS 
To The Teacher: 
126 
1. The questions in these exercises are constructed in such a 
way that the meaning leads the pupil to discover the word 
described. 
2. Each pupil should have a pencil, a sheet of paper, and a 
list of words for the week. 
3. Teacher says, "Number the blank writing papers from 1 to 20. 
I will ask a question; choose the correct word that answers 
the question and write it. Use each word only once. Cross 
ott each word in your list as you use it. 
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Lesson I - Thursday 
Directions to Teachers: 
Read these questions. Allow enough time for the children to 
answer. 
1. exhibit 
2. nervous 
J. drawer 
J.,. tongue 
5. awkward 
6. believe 
What do we call a group of things that has been 
set out so that all might see? 
How would we describe a person who is very 
excitable and easily disturbed? 
What do we call the box-like, sliding part of a 
table in which the writing paper is kept? 
What do we call the part of the body which helps 
us to taste and to talk? 
How would we tescribe a person who walks clumsily 
and in an ungraceful manner~ 
What do we call what people do when they trust 
or accept somebody's word as true? 
7. permission What do we call the granting of a request when 
someone was askecl to do something? 
8. discourage 
9. aches 
10. approached 
11. generous 
12. twelfth 
13. apology 
14. written 
15. business 
16. brief 
What do we call an attempt to destroy the conti-
4ence of someone in something? 
What do we call the steady, dull pains in a 
tooth or an ear? 
How would we describe the way someone came 
closer or nearer to saaething? 
How would we describe someone who gives money 
and expensive gifts away freely? 
How could we describe the last egg in a dozen? 
What do we call something given as an excuse 
tor saaething we have said or done? 
How would we describe the way in which something 
has been put into words on paper, in pen or 
pencil? 
What does someone have who owns his own store? 
How would we describe something that is short 
in time? 
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17. odor 
18. ruined 
19. anxious 
20. receive 
Correction: 
What do we call the strong smell coming from 
the kitchen? 
How would we describe a city that had been 
bombed and destroyed? 
How would we describe someone who is greatly 
troubled or worried over his test mark? 
What do we call the way in which we get a 
gift, or a message from someone? 
Read ott the answer and allow the children enough time to 
correct their own papers. 
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Lesson II - Thursday 
Directions to Teachers: 
Read these questions. Allow enough time tor the children to 
answer. 
1. scenery 
2. audience 
3. certain 
4. finished 
5. familiar 
6. anchor 
7. pleasant 
s. superior 
9. comm.i ttee 
10. leisurely 
11. distinct 
12. touched 
13. temporary 
14. ca.lebrate 
15. immense 
16. occupied 
What do we call the view of the countryside, 
with its green fields and rolling hills, that 
we see from the mountain? 
What do we call a group ot people gathered to 
see a live television program or a movie? 
How would we describe the way a person feels 
who is sure without any doubt, that a thing is 
correct? 
What do we call something that has been completed? 
What do we call something that we have seen 
before and is known to us? 
What do we call the heavy weight usually used tor 
holding boats in place? 
How would we describe someone who is agreeable 
and cheerful? 
How would we describe the unbeaten football team 
ot English High School? 
What do we call the group ot people chosen by 
the class members to plan the class picnic? 
How would we describe the way in which something 
is done slowly and without haste? 
How would we describe something that is heard or 
seen, plainly and clearly? 
How would we describe the way someone placed his 
hand lightly on your arm? 
What do we call s om.ething or someone who will be 
here tor a short time? 
How do we describe what is done when a person 
pays honor to, or observes someone's birthday? 
How would we describe a very large building? 
How do we describe the way the people took 
possession ot or tilled the hall seats? 
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17. efficient 
18. schemed 
19. e;ore;eous 
20. opposite 
Correction: 
How would we describe someone who is very 
capable o:r doing a job? 
How would we describe the way in which a 
burglar has carefully planned and plotted a 
robbery? 
How would we describe a really beautiful, showy 
convertible? 
How would we describe the position of someone 
who is standing on the other side of the street, 
facing us? 
Read off the answers and allow the children enough time to 
correct their ow.n papers. 
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Lesson III - Thursday 
Directions to Teachers: 
Read these questions. Allow enough time for the children to 
answer. 
1. schedule 
2. canceled 
J. hoarse 
4. route 
5. dined 
6. clothes 
7. o'clock 
8. calendars 
9. convenient 
10. kept 
11. college 
12. guide 
13 • marvelous 
14. mountains 
15. delicious 
16. unexpected 
What do we call the list of times we look at if 
we are going to ride on the train? 
How do we describe the football game that had 
been called off because of rain? 
How do we describe Tom's voice which, because of 
a recent cold, has a deep, rough sound? 
What do we call the roads we are going to use on 
our trip to Florida? 
How would we describe the fact that someone had 
eaten dinner? 
What do we call the garments that we wear to 
cover our bodies? 
How would we describe the time if we know the 
hour to be 7? 
What do we call the sheets of paper that contain 
the days, weeks, and months of the year? 
What do we call something that is handy or close 
by? 
How would we describe the way in which Tom took 
care of the dog for Mr. Brown while he was away? 
What do you call the school one might attend 
after high school? 
What do we call the man who leads soldiers or 
hunters through a strange country? 
How do we describe something in which we take 
great joy and that can hardly be believed? 
What do we call large masses of rock or earth 
that rise above the level of land? 
How do we describe something that is very pleasing 
to the taste? 
How would we describe the receiving of something 
that was not looked for? 
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17. adventure 
18. patience 
19. heavy 
20. necessary 
Corrections: 
What do we call the dangerous, 'bold undertaking 
of a 'big game hunter in Africa? 
What do we say that a person has who is tender, 
forgiving and kind? 
What do we call something that has a large 
amount of weight? 
How would we describe the three things in life -
tood, clothing and shelter - that a person cannot 
get along without? 
Read oft the answers and allow the children enough time to correct 
their own papers. 
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Lesson IV - Thursday 
Directions to Teachers: 
Read these questions. Allow enough time for the children to 
answer. 
1. bridge 
2. answer 
'3. quiet 
Jt,. secretary 
5. thorough 
6. sensible 
?. several 
8. wrinkled 
What do we call something made of iron, stone, 
or wood that was built to carry a road across 
a river, road, or valley? 
What do we call a reply to a question? 
How do we describe something that is still, 
ca1m, tree from noise? 
What do we call the woman who answers the 
telephone and does typing in the office? 
What do we call a careful and complete examina-
tion by the doctor? 
How would we describe someone having good judgment and common sense? 
How would we describe a small group of horses 
if we were unable to count them? 
How would we describe a pair of pants that had 
been through the washer and .bad not yet been 
ironed? 
9. interrupted How would we describe what had happened if a 
man's speech was stopped in the middle by a 
acre am.? 
10. excused 
11. museum 
12. foreign 
13. invention 
14. machinery 
15. excited 
How would we describe the act by which a boy 
who had been absent was freed from taking the 
English test? 
What do we call a building that has model 
rocketships or Egyptian mummies on display? 
How would we describe the different language 
of another country? 
What do we call a tool or gadget that has been 
made for the first time? 
What do we call s ame thing that helps mother do 
her sewing raster? 
How do we describe the way we feel when told 
that we are going on a camping trip? 
• 
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Lesson IV (continueQ) 
16. disappeare4 How would we de•cribe something that has 
vanished ~rom sight? 
17. explanation What do we call the words that are given by 
someone who tries to help us understand 
something clearly? 
18. wrapped 
19. seized 
20. through 
Correctiona: 
How would we describe a gift that was done up 
or covered with paper? 
How would we describe the way in which someone 
took hold of or grasped at something? 
How would we describe the way we went from one 
end o~ the tunnel to the other? 
Read ott the answers and.allow the children enough time to 
correct their own papers • 
• 
• 
INFOlli~L PUPIL SPELLING ACTIVITY 
PREFERENCE ~UESTIONNAIRE 
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SPELLING QUESTIONNAIRE 
Name ________________________ Grade __________ ~School ______________ _ 
Boy ____________ _ Girl ______________ __ 
Listed below are the two ways you have been studying 
spelling these past four weeks. Please check how you 
feel about each of the following questions. 
1. Of the two ways we studied spelling (Please check one). 
--------~I like the way we have been studYing spelling 
all year the best. 
I like the group way that we studied for two 
----------weeks this past month. 
--------~I like both equally well. 
__________ I don't particularly like either way. 
• 
·-
1.36 
2. In Column I of ~blocks below, number the activi-
ties in the order in which you liked them. 
Number your first choice 1. 
Number your second choice 2. 
Number your third choice .3. 
Number your fourth choice 4. 
Number your fifth choice 5. 
Regular Way Group Way 
----------------
Column I 
----\Saying and writing 
lists of words. 
Written lesson 
----using words. 
Trial test. 
----
Column II 
______ Studying misspelled ______ __ 
words. 
_____ Test • 
Column I 
Chain stories. 
-----
Dramatizations. 
------
------~Phrase writing 
under titles. 
______ Descriptive 
questions. 
Test. 
------
Column II 
.3. In the blocks above using Column II, put an E after 
the activities you find easy; put aD after the 
activities you find difficult. 
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Division of Words For Synonym Context Test 
8 
:rorm. A 
awkwardly 
e:tticient 
audience 
canceled. 
7 disappearecl 
6 
drawer 
generous 
opposite 
permission 
[
aches 
5 receive 
[
kept 
lt mountains 
3 finished 
8 
7 
6 
l"orm B 
familiar 
convenient 
brief 
business 
committee 
dined 
explanation 
leisurely 
sensible 
celebrate 
necessary 
(touched 
5 {written 
{
answer 
4. o'clock 
clelicious 
patience 
superior 
temporary 
wrinkled. 
apology 
college 
distinct 
immense 
:marvelous 
secretary 
seized 
approached 
calendars 
discourage 
exhibit 
hoarse invention 
interrupted nervous 
thorough 
tongue 
adventure 
anxious 
od.or 
route 
pleasant 
quiet 
clothes 
excused 
occupied 
certainly 
machinery 
unexpected 
wrapped 
believe 
several 
bridge 
heavy 
through 
Note: Grade levels indicated are troa David H. Patton and 
Eleanor Johnson, S~elling :ror Word Kasterl, Teacher's 
Manual, Columbus, ohio, Oharles-17 Rerrili Books, Inc., 
1956. 
TESTING MATERIALS 
• 
• 
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SYNONYM - CONTEXT TEST 
Directions to Teachers: 
Two ror.ms of this test - For.m A and Form B - are provided. 
One halr of each class is to receive Form A and theJemaining 
halr is to receive For.m ~ at each test sitting. The tests may 
be distributed to alternate pupils or in any other convenient 
manner. A record should be kept, however, or which rorm ia 
issued to a pupil. 
When the tests have been distributed, each pupil should 
place his name and grade on the test paper. While this is 
being done, write the following sentences on the chalk board: {1) 
The little girl who was lost in the woods came back sarely. 
2) 
The reporter lost his job because he failed to tell about 
the events accurately. 
Ask all pupils to silently read the rirst sentence rrom 
the board. Then ask: "What one word would you put in place 
or the underlined words to have the sentence make sense?" 
The re•ponse should be "returned". 
Arter there is a reasonable understanding or this sentence, 
then say: "This is a sample of what you are to do with the 
underlined words in the story on this test." 
Say: "Let's try the second sentence." Atter pupils read 
it, the response should be "report". 
Say: "The test in rront of you is to be done in the same 
way. Write your words in the blanks provided at the right or 
the paper. Be sure that the numbers over the underlined words 
go with the numbers beside the blanks. Begin now." 
There is no time limit to these tests except what the 
teacher may impose ror the good or the child. It is assumed 
that the teacher will give any aid that he reels is required 
ror the understanding or the mechanics or the tests. 
Although children in the lowest grades may experience 
dirrieulty, the tests were made purposely dirricult and help 
should be given sparingly. 
Please collect Form A and For.m B tests separately • 
• 
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Name Grade 
----------------- ----------
SYNONYM - CONTEXT TES~ -• Form A 
{1) 
Why was the school play to be struck out at ~he 
( 2) 
last mom.ent? The boys and girls had been so aroused 
during the practice times. At rirst, when sane of 
(3.} 
the boys on stage had moved clumsily, it seemed that (4) 
the perror.mance would be the contrary of well done. (5) 
Under the capable direction ot )(iss Lawrence, the 
acting improved as additions were made to the (6) 
roraal lis~ or practice times. 
Because of the live wire (7) 
had loaned a plentiful supply (8) 
in the high hills. Jerry had 
group, the townspeople 
of items for the scene (9) 
secretly arranged to 
have a stutted bear (lt} 
special collections 
brought rrom the building keeping (11) 
to make the background seem aore 
(12) 
true-to-lite. When consent was given by the princi-
(13) 
pal tor the bear to be taken care or in school over 
(14) 
night, the boys felt that their continuous pains 
caused by tugging the animal had been userul. 
Ticket sales had been so good that the money 
(15) 
stor{!e place was overflowing and a large group or 
16) (17) 
listeners was expected. But now the play was done. (18} ----
The bear had llne out of sight! Someone had fcr-
19) 
gotten to securely tie it to the benches used as 
side hill scenery. Perhaps it had been stolen! 
~1 was lost until, suddenly, sharp-eyed Jerry 
saw that the bear bad fallen in back of the piled up 
benches. Grinning from ear to ear, he stood on the 
(20) 
(1) canceled 
(2) excited. 
( 3 ) awkwardly 
( 4) opposite 
(5) efficient 
(6) schedule 
( 7) generous 
(8) mountains 
{ 9) schemed. 
(10)museum 
(11) scenery 
(12)permission 
(13 }kept 
(14)aches 
(15)drawer 
( 16) audience 
( 17 ) finished 
( 18) d iaappearE 
(19 )anchor 
stage to be given congratulations as the show finally (2())receive 
went on 
·e 
• 
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SYNONYM - CONTEXT TEST Form B 
(l) 
Jack had a lot to observe in a sEecial W!l (2) today. 
Not every boy reaching his next atter eleventh birth-(3 
day could stand on not native soil and see the color-
tul c ostum.es and well-used buildings pictured in his (4) 
school books. It had been a short trip because his 
( 5) 
rather was quickly gathering (6) absolutely needed in-
formation tor his occu:pation back home. Already, the (7) 
old, dama~ed buildings and strange sounds of' the city 
8) 
were well-known to Jack. 
9) 
While taking dinner the night betore, Jack's 
mother and rather had promised to take him on a tour (lt) 
of' the splendidly beautiful countryside. His pen pal (11) 
had put into writing about the green, rolling land (12) 
tilled with tat cows. Now he could take a not hurried 
stroll through the sights he bad onl;y imagined betore. 
(13} 
If' only he had had time to resEond by wri tins his pen 
triend, Charles, they might have met. 
(14) 
Jack was ready to leave at f'ive of' the clook the 
next morning but his parents waited f'or a more 
(15} 
reasonable hour. When the group arrived at the small 
village, a noisy festival was being held which seemed (16) 
like a welcoming group assigned a task. Jack's father (17) . 
thought that their visit would be made more han4y it 
they had a native boy to show them the sights. Ott he 
went to fincl one! (18) 
(1) celebrate 
(2) tweltth 
(3) toreisn 
(4) brief' 
(5) necessar;y: 
(6) business 
(7) ruined 
( 8) familiar 
(9) diniE:S 
(10)gorgeoua 
(ll)written 
(l2)leisurelJ 
{13 )answer 
(14) o'clock 
(15)sensible 
(16)committe 
( 17) convenie 
Suddenly, Jack's elbow was stroked by a boy whose (18)tcuched 
smiling f'aee he had seen bef'ore in a photograph. There 
was no other reason f~9 he given tor it. His leA~~~ 
turned out to be his pen pal! 
explanatic (19) __ _ 
( 2() )guide 
\t ,.::: c·-s~ o. ' l ) 
I • I 
L:> u. ~ ' ()<; J -:-
\"~.;1 1 J,...;d 
I,...>J ~ io c K. 
' 3 
I 
I 
orr o-v , tc::,(tf) 
~ \t ;~ . .::.\t (5) 
<Av d IB11c~ (I~) 
f .,·,, 1 ~ heJ (I "f) 
t.:f, ~o f reo.~ {I 1) 
J a,,cf, o,~ (11) 
3 
~~it A 
-~ ' .
METROPOLITAN ACHIEVEMENT TESTS 
SPELLING LIST- fORM R 
For Intermediate and Advanced Batteries R 
(Complete and Partial) 
Note that fifth-grade pupils are given only words 1 to 50, sixth-grade pupils words 
6 to 55, seventh-grade pupils words 16 to 65, and eighth-grade and ninth-grade pupils 
words 26 to 75. In the case of Grades 6, 7, 8, and 9, the words are to be read as though 
they were numbered 1 to 50. Read the number of each word first and caution pupils to 
write the word on the line that has the number of that word. If the Intermediate 
Battery is given at the beginning of Grade 7, use the sixth-grade list. 
Fifth grade begins here. 
1. let Let us walk. 
2. keep Always try to keep your promise. 
3. cent A penny is a cent. 
4. grass In summer cows eat green grass. 
5. care I did the dangerous work with care. 
let 
keep 
cent 
grass 
care 
Sixth grade begins here. (Call these words numbers 1 to 50 instead of 6 to 55.) 
6. because The baby cried because he was alone. because 
7 sorry She was sorry for her sick kitten. sorry 
8. wrote I wrote a letter. wrote 
9. cutting The tailor was cutting the cloth with shears. cutting 
10. cost The book cost a dollar. cost 
11. hold This is all the box will hold. hold 
12. walked They walked slowly up the hill. walked 
13. stood He stood so that he could see the race. stood 
14. does Helen does well in her studies. does 
15. begun The work has begun. begun 
Seventh grade begins here. (Call these words numbers 1 to 50 instead of 16 to 65.) 
16. excuse The teacher will excuse his lateness. excuse 
17. sore My hurt finger is still sore. sore 
18. thread The eye of the needle holds the thread. thread 
19. listen The class will listen to the song. listen 
20. promise She kept her promise to me. promise 
21. worst The storm was the worst in years. worst 
22. garage I keep my car in a garage. garage 
23. guide A Boy Scout was our guide in the woods. guide 
24. ourselves We saw ourselves in the mirror. ourselves 
25. different Many English customs are different from ours. different 
Eighth and ninth grades begin here. (Call these words numbers 1 to 50 instead of 26 to 75.) 
26. knot I tied a knot in ~he string. knot 
27 library Our school library contains many books. library 
28. screw The screw driver is in the tool chest. screw 
29. decide I must decide which to keep. decide 
30. against The Reds played against the Blues. against 
31. cellar Our coalbin is in the cellar. cellar 
32. certainly She must certainly correct the error. certainly 
33. celebrate On July the 4th we celebrate. celebrate 
34. patient The doctor's patient entered his office. patient 
35. instructor One who teaches is an instructor. instructor 
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